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ABSTRACT 

This study takes an in-depth look at five children who 

participated in a developmental first grade program after 

a year in kindergarten. The characteristics of the students 

that led to their placement in the developmental program, 

the program itself, and the school progress of the students 

in the three years following participation in the 

developmental program are described. 

Students included in the sample were selected on the 

basis of their consecutive att.endance in the same school for 

a period of five years to permit a longitudinal perspective 

on the schooling experiences of children perceived to be at

risk of school failure in the early years of schooling. 

Availability of classroom teachers for interviewing was also 

a consideration in sample selection. 

Qualitative research methods were used to develop 

detailed case studies on each of the five children. 

Interviews were conducted with the students themselves, 

their parent(s), classroom teachers, special area teachers, 

and other school personnel having contact with each student. 

School records, including special education records when 

applicable, were reviewed. In addition to document analysis 

and interviews, the children were observed in their third 

grade classrooms. 

The study examined the characteristics demonstrated by 



young children perceived to be at-risk in the traditional 

school setting, their teachers' perceptions of them in 

subsequent years, and their school progress through third 

grade. 

11 

Several issues emerged from the data. These were 

discussed along with suggestions for consideration by policy 

makers to more effectively meet the needs of young children 

perceived to be at-risk of school failure. Recommendations 

were made for further research. 



CHAPTER 1 

INTRODUCTION 
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Research on effective schools has identified and 

described characteristics that appear to enhance learning. 

Druian and Butler pose the question as to whether or not the 

techniques, processes and procedures that appear to work 

generally in schools will also get results with at-risk 

youth in the schools. They consider the question urgent for 

two reasons. First~ there is the likelihood that effective 

schools' research will yield knowled~e which can be applied 

to providing quality education for at-risk students. 

secondly, it is equally possible that the effective schools 

movement itself could constitute a threat to education for 

at-risk youth if it is not accompanied by supports necessary 

to accommodate the special needs of those likely to be 

dropouts. 

Richardson-Koehler (1987) noted that the concept of at

risk, when applied to the individual, has been used in the 

medical and psychiatric literature for some time but has 

only recently received frequent usage in educational 

literature and policy discussions. In schooling 

discussions, the term 'at-risk' encompasses a variety of 

labels for groups of students who have special needs or 

characteristics. Lehr and Harris (1988) list terms for low 



achievers found in educational literature that might be 

considered synonymous with the current usage of the term 

'at-risk'. Their list of terms used to denote these 

students includes the following: 

low performing 
culturally deprived 
underachiever 
language impaired 
slow learner 
low ability 
disenfranchised 
dropout prone 
low socioeconomic status 

alienated 
marginal 
less able 
impoverished 
underprivileged 
disadvantaged 
remedial 
nonachiever 

categorization of children considered to be at-risk 

tends to occur based on apparent clusters of 

characteristics. Lehr and Harris (1988) list possible 

characteristics of the at-risk, low-achieving student: 

academic difficulties 
lack of structure (disorganized) 
inattentive 
highly distractible 
short attention span 
low self-esteem 
health problems 
excessive absenteeism 
difficulty working independently 
discipline problems 
narrow range of interests 
lack of social skills 
inability to handle pressure 
fear of failure, reluctance to take risks 
lack of motivation 
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A student need not demonstrate all of these characteristics 

to be considered at-risk of failure in the traditional 

school setting, nor is this list exhaustive. Most students 

demonstrate some of the listed characteristics at one time 

or another, but at-risk students demonstrate more of the 



characteristics with greater frequency than students not 

considered to be at-risk of school failure. 
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At-risk students at the secondary level have been of 

concern to many educators for some time. More recently, 

attention has been directed to identifying and providing 

necessary assistance to these students before they reach the 

secondary level. Many school systems have identified 

children thought to be at-risk of school failure as early as 

kindergarten or first grade and have provided interventions 

for those students. 

statement of the Problem 

School districts throughout the country have made 

informal attempts to assess the impact of participating in a 

developmental first grade program but most of these studies 

appear to be more quantitative than qualitative, thus 

yielding information limited to analysis of academic 

achievement. However, they lack descriptive information 

concerning the actual programs themselves and the 

characteristics of the learners placed in these programs. 

Research is needed to (1) examine the characteristics of the 

children placed in developmental programs, (2) describe the 

programs themselves, (3) and follow the progress of these 

at-risk students in the ensuing years of schooling. 

context of the Study 

The school district in which this study took place is 
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located in south central Arizona, just outside the city 

limits of a large metropolitan area. A major freeway passes 

through the district making access to the city relatively 

easy. The district's boundaries encompass 550 square miles, 

making it one of the largest districts in the state. 

Included within the area served by the district are a small 

incorporated town, several unincorporated communities and an 

ever increasing number of residential developments. 

Nearly 7000 students are enrolled in the district's two 
c 

high schools, two junior high schools and seven elementary 

schools. The district employs approximately 25 

administrators, 430 certified teachers and 265 classified 

employees. 

In the context of this study it is important to discuss 

several assumptions held by many of the district employees. 

Some of the educators believe that many school readiness 

skills are developmental in nature and will be acquired at 

different chronological ages by different children. These 

readiness skills include adequate facility with language to 

communicate effectively, ability to focus attention for 

short periods of time, ability to listen and follow 

directions, fine motor skills that enable manipulation of 

pencils, crayons, and scissors, etc. Therefore, many of the 

children lacking these skills need extra time for develop

and maturity. This additional time for maturation could be 

provided in the form of an extra year of schooling before 



children are expected to meet the demands of the regular 

curriculum. 
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Many district personnel believe that a smaller 

student/teacher ratio would allow more individualized 

attention that would facilitate development of school 

readiness skills and provide successful learning experiences 

for each child. In addition to the lower student/teacher 

ratio, a curriculum which emphasizes the basic areas of 

language arts and mathematics would accelerate achievement 

in those areas. 

Some district personnel believe that the labelling of 

children within the school setting as Learning Disabled 

could be detrimental to the child's educational progress. 

Therefore, when a child is observed to have academic 

difficulties, attempts are made to adjust teac~ing 

techniques and teaching materials. If the student continues 

to have serious learning problems, the child is referred to 

a screening committee that recommends a course of action. 

The screening committee or Child Study Team mayor may not 

suggest a special education evaluation, depending on the 

circumstances surrounding a particular student. 

The school district in which this study took place had 

piloted developmental programs in schools within the 

district enrolling a large percentage of students qualifying 

for Chapter I services. When additional funding for K-3 

programs became available, it was decided to provide a 
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developmental first grade program at each elementary school 

for the 1986-87 school year. Each school was given the 

opportunity to design its own program, based on the needs of 

learners in different areas of the district, as long as 

certain district criteria were met. 

The original program at the elementary school chosen 

for the research project was designed to be a remedial model 

in that every attempt was made to teach the children the 

kindergarten skills they lacked and move them through the 

first grade curriculum as fast as they could progress, 

hoping that some of the students would acquire the reading 

and math skills necessary to be successful in second grade 

the following year. This expectation was not realized with 

the initial group of children placed in the program. 

During the 1985-86 school year the kindergarten 

teachers, with assistance from the remedial teacher and the 

Learning Disabilities (LD) resource teacher, targeted 

several students with special needs. Many of the students 

appeared to have difficulties with oral language and seemed 

to have had limited experiences in group situations. During 

their kindergarten year the remedial teacher worked with two 

groups of these students daily, one during the morning 

kindergarten session and one during the afternoon session. 

The remedial teacher worked on language concepts, 

vocabulary, following directions, listening skills and math 

readiness skills. 
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The kindergarten teachers had frequent communication 

with the parents of the children considered to lack 

readiness for the regular kindergarten curriculum. At that 

time, it was not known for certain that the additional 

funding for K-3 would be available to provide the pre-first 

grade the following year, so plans were made to have the 

targeted students repeat kindergarten. 

The additional K-3 funding and the school district's 

plans to allocate those funds to developmental first grade 

programs became a certainty curing the summer of 1986. At 

that time, the principal of the elementary school sent a 

letter to the parents of the children considered to lack 

pre-requisite skills for regular first grade. The letter to 

the parents stated: 

The state of Arizona has provided funds for the 
1986-87 school year which may be used for students 
in the primary grades who might need support in 
learning their basic skills. 

I am pleased to inform you that [name of school] 
will be establishing a Developmental First Grade 
class. Our goal for this class is to provide a 
quality program at a slower pace using a variety 
of materials to suit each child's learning needs. 

Most of the children selected for the develop
mental class will need more than one year to 
complete the first grade curriculum. These 
children will be enrolled in a regular first grade 
classroom the next year. A few children, however, 
may be able to meet the criteria for promotion to 
second grade. A developmental first grade pro
vides those children who might have been retained 
an opportunity to experience a full day program. 
Those children who have been placed in first grade 
will be provided the slower pace they need for 
success in the basic skills. 
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The class will be on a regular first grade 
schedule with music and PE in the curriculum. The 
class will be smaller than the regular first grade 
classes in order to facilitate more individualized 
instruction. Many manipulative materials will be 
used to teach and practice math concepts. 
[Teacher's name] will teach a strong language arts 
program with sequential phonics instruction. All 
students will be pre and post tested to measure 
their growth. The testing will be done by the 
special services department. This program will be 
carefully monitored during the year. 

Your child, [name], was recommended for placement 
in the Developmental First Grade class by the 
classroom teacher and therefore has been placed in 
this class. If you would like to discuss this 
placement, please free to call me at • • • We 
will set up a meeting in the fall so that you many 
meet [teacher's name] and learn more about her 
exciting program. We look forward to a good year. 

Purpose of the study 

The purpose of this study is to examine the 

characteristics of students considered to be at-risk of 

failure in the regular first grade program. students who 

participated in a developmental first grade program during 

the 1986-87 school year were targeted for in-depth study to 

examine their individual circumstances and follow their 

progre~s in school. Rothman (1980) describes the purpose of 

evaluation research: 

Evaluation research. • • involves the conducting 
of any kind of research within an organization to 
acquire intelligence that can be fed back in order 
to enable the organization to improve its 
functioning. It overlaps with operations research 
in that it entails such organizational inquiries 
as needs assessments, descriptive information 
about services to clients, the tracking of 
clients, task analyses of professional activities, 



cost/benefit analysis, and so on. The term will 
include whatever research efforts contribute to 
effectiveness in serving clients and meeting 
community needs (p. 84). 
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This study was undertaken to assist in understanding 

the characteristics of children considered to be at-risk of 

failure in the early years of schooling to enable policy 

makers to provide appropriate interventions. 

Research Questions 

This study was guided by the following research 

questions: 

1. What learner characteristics contributed to 
placement in a developmental first grade 
program? 

2. Are the characteristics that contributed to 
the child's original placement in a develop
mental program still observable in the child 
as a third grader? 

3. What special services or modifications in the 
regular curriculum/instructional program have 
been provided for these children as they 
progress through the primary grades? 

4. How do teachers and parents perceive these 
students in the years following participation 
in a developmental first grade? 

5. What are the child's perceptions about 
his/her schooling experiences, including 
recollections and attitudes toward school and 
learning? 

Significance of the Study 

Examining individual case studies of students referred 

to and placed in a developmental first grade program after 

kindergarten should contribute to a better understanding of 



the characteristics of young children considered to be at

risk of school failure. The information concerning their 

progress th~ough the primary grades should enable school 

policy makers to assess the effectiveness of intervention 

programs currently in place and provide information for 

planning future intervention programs for these students. 

Limitations 

This study was conducted with the following 

limitations: 
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1. The sample of students included in the study 
was restricted to students attending a single 
district school during the 1985-1990 time 
period. 

2. Sample selection was limited to a single 
elementary school to facilitate in-depth study 
of sUbjects. 

3. Sample selection was influenced by the avail
ability of former teachers for interviewing. 

4. Sample selection was influenced by geographic 
location to facilitate accessibility to infor
mation, informants, and subjects by the 
researcher. 

5. The sampling methods utilized restrict the 
generalizability of the conclusions drawn from 
the data collected, even within the district 
itself. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This chapter examines the literature regarding the 

effectiveness of various intervention programs that have 

been provided for children considered at-risk as they begin 

their formal schooling, both historically and currently. 

Historical Interventions For At-Risk Youth 

Policy makers have recognized the plight of 

educationally disadvantaged youth with regard to school 

achievement for many years. Sinclair" and Ghory (1987) 

assert that President Lyndon Johnson created the federal 

government's first large-scale aid program, with the hope 

that additional educational services, provided early enough, 

could help break the cycle of poverty. Financial support 

was provided for programs for preschool-aged children and 

school-aged children. 

Preschool Programs 

Many local organizations, both public and private, 

applied for funding for their Head start programs. The 

programs varied widely in particular characteristics, but 

most of them gave attention to language development and 

reading readiness as well as provided experiences in social 

interaction among children. 
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The effectiveness of Head start has been a 

controversial topic for many years. McKey, et al., (1985) 

produced as the final report of the Head start Evaluation, 

Synthesis and utilization Project a document of 387 pages. 

This synthesis Project centered on a meta-analysis of all 

available studies of Head Start's impact on children's 

cognitive and socioemotional development and health status, 

as well as on its impact on families and communities. The 

Executive Summary sums up the findings of the meta-analysis 

as follows: 

Children enrolled in Head Start enjoy significant 
immediate gains in cognitive test scores, 
socioemotional test scores and health status. In 
the long run, cognitive and socioemotional test 
scores of former Head Start students do not remain 
superior to those of disadvantaged children who 
did not attend Head Start. However, a small 
subset of studies found that former Head Starters 
were more likely to be promoted to the next grade 
and were less likely to be assigned to special 
education classes. Head Start has also aided 
families by providing health, social and 
educational services and by linking families with 
services available in the community. Finally, 
educational, economic, health care, social service 
and other institutions have been influenced by 
Head Start and non-Head Start families in their 
respective communities (McKey, et al., p.1). 

The report's discussion of outcomes relating to 

children's intellectual and socioemotional development has 

generated a great deal of controversy. Schweinhart and 

Weikart (1986) assert that the negative implications many 

readers may draw from the report are not warranted. They 

argue that the Synthesis Project failed to make the crucial 



distinction between high-quality-of-design studies and 

low-quality-of-design studies: 

1. Short-, mid-, and long-term positive effects 
are possible. 
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2. Adequately funded Head start programs run by 
well-trained, competent teachers can achieve 
the level of quality operation that will lead 
to positive effects (p. 20). 

Weikart (1985) reviewed six longitudinal studies that 

indicate good preschool programs for at-risk children can 

help prevent school failure. He maintains: 

Such programs can improve the academic performance 
of children, reduce the need for placement in 
special education, and reduce the retention rate 
at every grade level. Moreover, high-quality 
preschool programs reduce the high school dropout 
rate, increase the college attendance rate, 
increase the rate of employment after high school, 
and reduce the crime rate and the number of 
individuals on welfare after high school (p. 34). 

Chapter I and Title I Programs 

Under Title I of the Elementary and Secondary Education 

Act (ESEA) of 1965, the federal government has authorized 

the expenditure of about one billion dollars to supplement 

local educational resources to educate children in schools 

that enrolled at or close to a specified percentage of 

low-income families. Title I was generally referred to as 

the program for the education of disadvantaged children. 

Slavin (1987) stated that there is a growing consensus 

that Chapter I "works," in that it increases the achievement 

of low-achieving disadvantaged students, but asserts that 
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the programs could be much more effective. Carter (1984) 

and Kennedy and Birman (1986) examined studies comparing 

students who received Chapter I services to similar students 

who did not receive services. students receiving services 

scored better than those not receiving services by only one 

to three percentile points on achievement tests and these 

effects were largely limited to the primary grades. 

Traditionally, Chapter I services were delivered by 

pulling low-achieving students out of the regular classroom 

for remedial instruction. Some researchers have found that 

the more time students spent in pull-out programs, the less 

they learned (Coulson, et. al., 1977; Glass and smith, 

1977). Chapter I pUll-outs have been criticized on the 

basis that instruction in the pull-out program is rarely 

well integrated with the instruction provided in the regular 

classroom (Madden and Slavin, 1987). Some schools have 

begun to use in-class models, in which a Chapter I teacher 

or aide works in the classroom along with the regular 

teacher. However, Archambault (1987) found few differences 

when comparing the effectiveness of pUll-out models to 

in-class models. 

Virtually all reviewers of research on both Chapter I 

and special education programs for students at-risk agree 

that program quality is more important than the setting in 

which the program is implemented. Madden and Slavin (1987) 

examined research on classroom programs for elementary 
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school students who are at-risk for learning problems. They 

described what they considered to be successful programs 

based on the. following criteria: 

1. The programs evaluated had to be directed 
toward increasing the reading and/or 
mathematic achievement of students in grades 
1-6. 

2. The programs had to be implemented in regular 
classrooms. This excluded self-contained 
special education programs. 

3. The programs had to be applicable to the 
education of at-risk students. 

The authors specified criteria for inclusion based on 

the methodology used to evaluate individual programs in an 

attempt to extract from a large, diverse and disorganized 

literature the most convincing evidence available on 

effective programs for students at-risk. The criteria were: 

1. convincing evidence of effectiveness had to be 
presented. 

2. Evaluations had to use control group designs 
with random assignment to groups and/or 
convincing evidence that comparison groups 
were initially equivalent in achievement. 

3. Evaluations had to use standardized, broadly 
based measures of reading and/or mathematics 
achievement. 

4. The duration of evaluations had to be at least 
one semester (16 weeks). 

Programs that were considered to be effective fell into 

different categories. The following characterization of 

effective classroom programs emerged: 

Consistently effective classroom programs 
accommodate instruction to individual needs while 
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maX1m1z1ng direct instruction, and they frequently 
assess student progress through a structured 
hierarchy of skills (p. 7). 

Madden and Slavin provide lists of specific programs that 

they consider successful for at-risk students based on 

their stringent criteria. Their findings appear to 

corroborate Weikart's assertion, discussed previously, 

that some programs are effective for at-risk students. 

Federally funded programs for disadvantaged students 

have been designed to improve the educational accomplish

ments of those at-risk students from impoverished 

backgrounds, but there has been little concerted effort to 

reach marginal students from middle-and upper-class 

backgrounds (Sinclair and Ghory, 1987). Many educators in 

local school districts recognize that children from 

environments that have been considered impoverished are not 

the only students who are at-risk of failure in the schools. 

A growing concern regarding other at-risk students is being 

expressed. As expectations for achievement are raised, it 

is possible that the numbers of at-risk students will 

increase. Observers of changes in public school 

kindergarten programs have noted trends in schooling that 

may be contributing to the increase in concern for young 

children at risk. 

Changes in Kindergarten Programs 

Robinson (1987) describes five major trends in the 
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education of five-year-olds: 

1. More children are being offered the 
opportunity to attend public kindergarten than 
ever before in our nation's history. 

2. There is more local funding of kindergarten 
programs and more local control of these 
programs. 

3. More five-year-olds are attending school for 
more hours each day now than a decade ago. 

4. There is a tendency of states to hire teachers 
with more years of education. Previously, 
some states reported hiring kindergarten 
teachers with an associate's degree or less; 
whereas, now twenty-eight states indicated 
that the minimum requirement for kindergarten 
teachers was a bachelor's degree. Some states 
report a large percentage of kindergarten 
teachers with master's degrees. 

5. Kindergarten attendance is now required in 
some states, indicating that early education 
is viewed by many as important enough to 
change the traditional age for entering 
school. 

Hatch and Freeman (1986) have watched kindergartens 

change over the years. They found that kindergartens in 

Ohio have become skill-based, academically oriented programs 

in which young children can fail. Elkind (1981) raises the 

concern that young children are being pushed to do more than 

they are developmentally ready to do. Similarly, Uphoff and 

Gilmore (1986) observe that kindergartens of today are very 

much like first grades of only a few years ago. Hatch and 

Freeman (1988) contend that the trend toward an increase of 

instruction in the academic areas in kindergarten puts a 

great deal of stress not only on students but on teachers, 
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principals and supervisors as well. The higher expectations 

for academic achievement in kindergarten may directly 

influence the increasing attention directed to children 

viewed as being at-risk of educational failure very early in 

their pursuit of an education. As the sensitivity to the 

increasing number of at-risk students has surfaced, a 

variety of educational interventions for these students has 

been implemented. 

Current Interventions for At-Risk Students 

Numerous interventions have been attempted for children 

who encounter difficulty in kindergarten. An extended 

kindergarten day, repetition of the kindergarten year, and 

pre-first, transition or junior first-grade classes appear 

to be the most common practices. The effectiveness of these 

three interventions will be discussed. 

Extended Kindergarten Programs 

Extending the kindergarten day has been the 

intervention of choice for at-risk students in a number of 

locations. Karweit (1987) examined research findings 

concerning program effects on students attending either 

full-day or half-day kindergartens. Her findings indicated 

that under-achieving and disadvantaged students benefit from 

the additional instruction provided in full-day programs, 

but the benefits are found only on short-term measures. 

Disadvantaged students receiving additional instruction were 
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the primary source of positive effects. No long-term 

effects were.demonstrated. The synthesis suggests that the 

added instructional time gained in a full-day program may be 

valuable to disadvantaged students, but the type of 

instructional program provided may be even more important. 

Simply providing additional time in school does not 

automatically increase achievement. The curriculum provided 

during the extended day is a critical factor. 

Extending the amount of time in kindergarten was 

approached differently by Kottmeyer (1946). He initiated a 

comprehensive testing program for beginning first graders as 

a result of recognizing the changes in the school population 

enrolling in the inner-city. He had observed an increasing 

need to provide reading readiness programs for a 

considerable number of young children who seemed unable to 

benefit from the formal reading programs that were 

traditionally administered in the first grade classrooms in 

the st. Louis Public Schools. A comprehensive testing 

program was launched in September, 1945, in an effort to 

plan a program of prevention of reading disabilities. 

Incoming first graders were given The Detroit Beginning 

First-Grade Intelligence Test, the Metropolitan Readiness 

Test, a general physical examination, vision and hearing 

tests, a dental examination, and a speech test. Based on 

the results of testing, Kottmeyer stated: 

It appears to be desirable to provide a pregrade-
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school program of a year and a half instead of the 
present one-year kindergarten. Such a program 
could consist of a half-year, half-day 
kindergarten followed by a half-year, full-day 
kindergarten which would emphasize informal 
readiness activity. The third half-year could 
profitably stress a program of reading readiness 
activity (pp. 38-39). 

He emphasized that this plan would not eliminate the need 

for first grade teachers to provide reading readiness 

activities for many students. other suggestions for policy 

changes were offered, but a search of the literature failed 

to locate any evaluations of the changes, if implemented. 

Repetition of the Kindergarten Year 

Requiring low-achieving kindergarteners to repeat the 

kindergarten curriculum seems to be based on the belief that 

children who fail to thrive in kindergarten are simply 

"young" developmentally for their chronological age, and by 

letting them mature during the extra year of time, they will 

be able to perform adequately, and possibly even blossom. 

Research on the effectiveness of grade repetition as a means 

of raising academic achievement has not supported this 

premise (Jackson, 1975; Niklason, 1984; Shepard and Smith, 

1985). Holmes (1986) concludes: . 

Research evidence consistently points to negative 
effects of nonpromotion. Proponents of retention 
plans are obligated to show how their retention 
plans will be successful when so many other plans 
have failed. Some studies included in the meta
analysis showed positive outcomes of retention on 
academic achievement. The positive results appear 
to be found among middle-class, suburban, 
predominantly white samples and to be due to 
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program characteristics related to the provision 
of individualized remedial help. Such help can be 
provided through part-ti~e pUll-out programs, 
thereby avoiding the multi-billion dollar yearly 
expense of grade repetition. (p. 14) 

Transition Programs 

Many school districts throughout the country have 

implemented a variety of programs designed to provide an 

extra year between kindergarten and first grade for children 

who are unsuccessful in the regular kindergarten program. 

The curriculum provided is usually a review and extension of 

the kindergarten program in a full-day program. These 

programs are called pre-first grade, ,junior first grade, 

developmental first grade, or transitional first grade. 

Proponents of this intervention claim that this approach is 

different than a retention in either kindergarten or first 

grade because the curriculum presented tends to be a 

combination of the second half of the kindergarten 

curriculum and the first half of first grade. These classes 

tend to be self-contained with 12-15 students per class in 

an effort to provide a more individualized instructional 

program for each child. 

Advocates of this intervention appear to approach the 

at-risk student from two different philosophical viewpoints. 

One viewpoint is that of the "developmentalists" who seem to 

believe that all children develop a readiness for schooling 

at a different rate and some children simply need extra time 
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before beginning formal instruction. For this approach, 

time is the critical factor and providing the extra time in 

the form of an extra year of schooling, either as a pre

kindergarten or pre-first grade program allows the child the 

necessary time to become "ready" for the academic demands of 

the regular kindergarten or first grade classroom. The 

curriculum provided during the extra year tends to be less 

academic in nature and more play oriented. The other 

philosophical viewpoint appears to be that of the 

"remedialists li who place the at-risk student in a 

self-contained classroom with an emphasis on the academic 

skills that were considered to be deficient. A review of 

the research on the effectiveness of these interventions 

follows, with an effort to determine how the at-risk 

students were targeted and what type of program was provided 

during the transition year. 

Developmental Programs 

Senior (1986) provides a detailed discussion of the 

justification for developmental programs. He states that 

the developmentally young child frequently becomes a victim 

of inappropriate classification and mislabeling. Children 

who are overplaced, or developmentally young for their 

present grade level, may not have the skills to perform 

tasks assigned in the classroom. Their difficulty 

performing tasks occurs, not because of an impairment, but 
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is simply due to the fact that their bodies have not yet 

developed enough to perform the tasks required. He asserts 

that overplaced, developmentally young children can become 

frustrated and demonstrate symptoms, (e.g., behavior 

problems, reading problems, and attention span difficulties) 

that are characteristic of learning disabled children; 

however,. special education services are both unnecessary and 

inappropriate. 

Senior advocates the use of developmental placement and 

readiness testing to identify developmentally young 

children. Early identification of the developmentally young 

child is argued to be essential to prevent school failure. 

He maintains that emotional scars, poor school performance 

and unbalanced development of the individual can be avoided 

if the developmentally young child is identified and 

properly served. A child who is identified as 

"developmentally young" prior to first grade entrance can be 

provided with a transitional first grade program. 

Goals of the pre-first grade are similar to the 

developmental kindergarten. Time and experiences for growth 

are provided with an understanding and appreciation of a 

child's present level of functioning in all areas of 

development, not just evaluating performance in the academic 

areas. The author asserts that proper placement of these 

students in a program for developmentally young children 

will reduce the need for remedial staff, Child Study Team 



assessments, special education classes, tuition or busing 

for special education children placed out of the district, 

specialists' evaluations, and legal actions against the 

school district for inappropriate classifications and 

programs. Additionally, he argues, a greater savings is 

realized in that many children are saved from school 

failure, and the educational goal of instructing the whole 

child is realized. 
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Jennings, Burge, and sitek (1987) describe a 

developmental program that was implemented in Berrien 

springs, Michigan. This program added three "half-step" 

grades to the traditional sequence of grades. These half

steps consisted of a pre-kindergarten (Primary), a pre-first 

grade (Primary I), and a pre-second grade (Primary II). 

Placement in the Primary program is based on developmental 

testing conducted by teachers. Teachers assess students' 

maturity on tasks believed to measure social, emotional, 

physical, and intellectual development. Teachers make 

recommendations for placement in Primary I and Primary II 

based on their assessments. This program was implemented in 

the fall of the 1985-86 school year, and the authors 

conclude that the program is very successful, based on their 

observations of students in the program. However, no 

empirical data was reported. 

The Brevard County School District in Rockledge, 

Florida implemented a developmental kindergarten and a 
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developmental first grade program beginning in the 1982-83 

school year, after piloting the programs during the previous 

year. Children were placed in the programs based on 

developmental testing. The first indepth evaluation was 

conducted in 1984-85, comparing results of first grade 

achievement tests, while a second study was conducted in 

1986-87 comparing first, second, and third grade achievement 

on standardized, norm-referenced tests. Hulse (1987) 

reports that students who participated in the developmental 

placement program, as a group, were achieving above the 

national average in reading and mathematics at the end of 

first, second, and third grades. Students placed in the 

developmental kindergarten program continued to progress at 

a slower rate than students placed in the transitional 

kindergarten-first grade. The author reports that over 

one-half of the former developmental kindergarten students 

received additional instructional support through small 

group remediation. This support was necessary through the 

end of second grade. Reading skills, especially 

comprehension, remained weak in relation to other academic 

skill areas. 

It was noted that some children were placed in the 

developmental kindergarten program for reasons other than 

developmental delay. The author stated that the 

developmental kindergarten curriculum may be appropriate and 

provlde temporary placement for children with special needs, 
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but the design of the developmental program was not intended 

to provide a least restrictive environment for children with 

special needs at school entry. 

Students who were placed in the transitional 

kindergarten-first grade program, as a group, were 

functioning at the top of the district distribution in 

achievement by the end of first grade, and were able to 

maintain that relative position through the end of third 

grade. 

The evaluation.of Brevard county School District's 

developmental program did not include information describing 

the reading or mathematic programs that were used, nor were 

detailed curriculum objectives available. This information 

. would be beneficial in evaluating program effectiveness, 

especially when comparing programs reporting results that 

appear to be contradictory. 

Pheasant (1985) describes a developmental program 

provided in the Aumsville School District. The author 

states that the program was designed to promote a lower 

retention rate in the middle grades and reduce the need for 

special services, to give students a positive self-concept 

and feelings of success, to reduce discipline problems, and 

to make parents and teachers happier. This school district 

does not have a kindergarten program so all incoming first 

graders were screened during the first week of school, using 

a variety of norm-referenced instruments and a 



teacher-constructed screening instrument. An additional 

developmental test was administered to those students who 

appeared to lack many of the skills deemed necessary for 

success in the regular first grade program. After the 

screening was completed, a conference was held with the 

parents of all students being considered for placement in 

the pre-first grade program. Placement in the program was 

made only with parental approval. 

Tho curriculum presented in the developmental program 

stresses the academic skills desirable for beginning first 

grade students in addition to enhancing the development of 

fine and gross motor skills, social skills, and a positive 

self-concept. The classroom is staffed by a certified 

teacher and a part-time aide. The students are usually 

placed in a regular first grade following a year in the 

developmental program. Official longitudinal records are 

not kept at this school in an effort to avoid labeling of 

students. Informal monitoring of the students' progress 

indicated that students participating in the developmental 

program have not subsequently encountered discipline nor 

academic problems and, for the most part, are achieving in 

either the average or above average groups academically. 

The lack of a formal evaluation of this program makes it 

difficult to assess program effectiveness in assisting 

students at-risk of failure in the traditional school 

curriculum. 
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A search of the literature yields amazingly few 
studies evaluating the effectiveness of developmental 

programs. This is especially surprising because of the 

popularity of such programs in many school districts 

throughout the united states. Many articles have been 

written in support of the programs, but these usually lack 

longitudinal evaluations of program effectiveness. 

Academic Programs 
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A review of the literature concerning programs for 

at-risk students produces a number of studies that appear to 

concentrate on remediation of reading and math skills as 

opposed to the developmental approach previously discussed. 

The curriculum provided emphasized academic achievement 

primarily, with attention given to other areas of develop-

mente 

Dolan (1982) examined the results of transitional class 

programs that were a placement option for children who were 

not considered ready for the regular first grade after 

completing kindergarten. The transitional classes ranged in 

size from twelve to fifteen students and were staffed with a 

teacher plus an aide. The curriculum consisted of 

individualized programs which catered to the child's 

specific learning and emotional needs, regular consultation 

with the Pupil Personnel services Team, full access to all 

available special services, and opportunities for 



mainstreaming students who demonstrated partial or full 

readiness to cope with the regular first grade classroom. 
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Students for the transitional class were initially 

identified by their kindergarten teacher based on 

observation, evaluation and interactions with other children 

during the kindergarten year. The school counselor followed 

up by administering a battery of screening instruments 

designed to predict probability of success in first grade. 

Parents of targeted children were invited to visit in the 

transition class prior to placement and confer with the 

teachers and counselor. Placement in a transition class was 

made only with parental approval. 

The transition class provided a flexible approach 

without an academic ceiling on the level of instruction in 

an effort to accommodate children with varying language, 

motor, auditory, visual, and social skill deficiencies. A 

detailed educational plan was developed for each child 

focusing on specific problem areas identified in the 

screening process. Placement decisions were frequently 

reviewed during the continuous evaluation of the progress of 

individual students. At the end of the first year a 

decision was made as to whether individuals should rejoin 

their agemates in the second grade or spend an additional 

year in first grade. Very few students required only part 

of the year in the transition class before proceeding into 

the regular first grade classroom. 
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Evaluation of the transition class program took place 

after the program had been in existence for six years, and 

was effected. by comparing transition class participants with 

their current grade level classmates, focusing on cognitive 

achievement, attitudes toward school, social competence, and 

the use of special services. An attempt was made to 

consider the severity of the original problems that led to 

placement in the program. As with most of the studies 

reported, student attrition was a problem in following up on 

student progress. 

By sixth grade, transition class participants' reading 

achievement and use of special services approximated that of 

classmates not having participated in the program. 

Arithmetic achievement was the area in which transition 

class students experienced the most difficulty~ The author 

suggests that this finding may be explained by the emphasis 

during the transitional year on speech, language, and 

reading skills, with less concentration on arithmetic, and 

the limited availability of special programs for students 

who score poorly in this area. 

The author goes on to say that measures of attitudes 

toward school from transitional class students indicated 

strong motivation and feelings of adequacy. He suggests 

that concern regarding feelings of inadequacy and poor 

motivation among retained students may be unwarranted. When 

achievement of the program participants was compared to 
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those eligible students who did not participate, it was 

found that the nonparticipants consistently scored lower on 

achievement and affective indices. The nonparticipants 

evidenced an increased need for supportive services in 

fourth and sixth grades. Small numbers, however, preclude 

definitive conclusions. 

A similar program was implemented in sioux Falls, South 

Dakota. Children were recommended for the program on the 

basis of observations by their kindergarten teachers. The 

instructional program was designed to improve reading and 

math skills, develop oral language, increase ability to 

understand spoken language, and listen to and follow 

directions. Additional activities focused on developing 

motor skills and hand/eye coordination, social and emotional 

maturity, self-reliance, self-control, and cooperation. 

This junior first grade program was evaluated after it 

had been in operation for twelve years (Kilby, 1982). 

Students from four of the twelve years were studied by 

comparing their achievement to that of classmates. The 

results of the evaluation indicated the following program 

effects: a positive and long-lasting effect on reading 

achievement, decreased exposure to grade repetition in the 

initial stages of schooling, and decreased placements into 

special education as learning disabled. In the 1981-82 

school year, 6% of the program participants and 6% of the 

nonattending candidates had been identified as learning 



disabled students. Two years following eligibility for 

junior first grade, 11% of the participants, as opposed to 

32% of the nonattending candidates, had been placed in 

programs for the learning disabled. Four years following 

eligibility for the junior first grade, 14% of the 

participants, as opposed to 42% of the nonattending 

candidates, had been placed in programs for the learning 

disabled. The author suggests that the junior first grade 

program may serve to prevent learning p'roblems. 
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Beckmann and Reinert (1985) evaluated a kindergarten to 

first grade transition room in the Kirkwood School District 

in Missouri. This program was implemented for post

kindergarten children who lagged behind their peers in 

development and achievement. Three groups of children were 

created for the purposes of the study: Group 1 was made up 

of randomly selected students who were repeating 

kindergarten in schools throughout the district; Group 2 

consisted of children placed in the transition room; and 

Group 3 was comprised of children randomly selected from 

those students who, while barely passing kindergarten, had 

been promoted to first grade. The groups' achievement was 

compared by pre-and post-testing the students with the Boehm 

Test of Basic concepts and the Metropolitan Reading Test at 

the end of the school year. Testing indicated that all 

three groups made significant gains in achievement, but an 

analysis of variance applied to the students' raw scores on 
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the Metropolitan Readiness Test showed no significant 

differences among the groups' mean scores, suggesting that 

there was no ,advantage, with regard to reading achievement, 

to any of the placements. 

Leinhardt (1980) described a study conducted in an 

urban school district with a population that was 

approximately 62% black in a middle- to low-income area. A 

school psychologist was asked to identify students 

demonstrating serious reading achievement deficits at the 

end of the kindergarten year. A list was generated of 

"transition eligible" students who were placed in regular 

first grade prior to the availability of a transitional 

room. The reading achievement of these students was 

compared to the reading achievement of students placed in 

transitional rooms during the 1976-77 school ye~r. 

Transition eligible students who had been sent to 

regular first grade classrooms received one of two 

treatments in reading: the basal series or New Reading 

System (NRS). The New Reading System was designed as an 

individualized, code-emphasis approach to the teaching of 

beginning reading (Beck and Mitrof·f, 1972; Resnick and Beck, 

1976). When implemented in a classroom, it permits students 

in the same class to be in different levels of the 

curriculum and to proceed at their own paces. 

At the end of the year, reading achievement data were 

collected and analyzed. It was noted that students in 
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transition rooms received an average of two and a half hours 

per week less reading instruction than either the previous 

year's students or the regular first grade students. This 

reduction in time and instructional level was reflected in a 

similar reduction in the amount of material covered. 

students in an integrated setting with NRS (both transition 

eligible and regular students) were taught the basics of 

reading directly, more often, and for longer periods of 

time, and they demonstrated higher performance on measures 

of reading achievement. The author concludes: 

The treatment alternative of placing such (at
risk) children in small, homogeneous settings and 
focusing on "learning to learn" skills, rather 
than taking a direct approach to reading, showed 
no advantages in terms of growth and showed some 
disadvantages, at least as measured by the 
Stanford Achievement Test. 

wilson (1979) performed a longitudinal study of 

children in two different school districts. This study 

did not address the methods for placement of children in 

transitional programs nor did it describe the content of the 

curriculum in those programs. Results of the study in 

District A suggested that while transition room students 

tended to perform less well on the Iowa Test of Basic Skills 

(ITBS) than their peers, the transition students did seem to 

close some of the achievement gap by the end of sixth grade. 

In District B, the information available allowed the 

researchers to compute expected achievement scores on the 

basis of early intelligence and readiness data which were 
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compared to actual achievement in fourth and sixth grades. 

The results appeared positive but were not conclusive due to 

lack of adequate control of the variables that might 

influence actual achievement. 

A second study attempted to get a better basis for 

comparison by matching transition room students with 

students who were the same sex and performed at the same 

level on early measures of intelligence and readiness for 

school. These results cannot be seen as providing 

conclusive evidence either, as the matching process 

eliminated many transition room students. There also seemed 

to be evidence that the basis for placement in the 

transition room was often not cognitive or intellectual in 

nature (which was the basis for matching), but based upon 

social, emotional, or behavioral concerns. 

Zinski (1983) conducted a study to compare the reading 

achievement of students having participated in both a 

transitional first grade and a regular first grade with 

students who initially were placed in a regular first grade 

classroom after kindergarten and were then retained in first 

grade the following year. Thus, both groups of children had 

spent two years in some type of first grade program. 

Students in the two groups were matched on reading and 

language achievement, sex, race, SES, and kindergarten 

experience. This resulted in twenty pairs of students, each 

containing a transition and a non-transition student. 
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Examination of reading and language achievement and 

teacher's perceptions of student's ability and readiness for 

grade level material revealed no significant differences 

between the two groups being compared. 

Sandoval and Fitzgerald (1985) reported on an 

evaluation of the long-term effects of repeating a grade or 

participating in a junior first grade program. High school 

students answered a questionnaire concerning their 

experiences with grade retention or a transitional year 

while in elementary school. Attitudes toward nonpromotion 

and the junior first grade were positive. 

Data concerning academic performance were collected 

from the students' school records. The measures of academic 

competence in high school indicated that there were 

performance differences when comparing the two groups. 

While participants in the junior first grade program were at 

par with their peers, grade repeaters made less progress in 

high school and had lower grades in mathematics. There 

appeared to be a correlation between the time the retention 

occurre~ and academic performance, because the later in 

school the grade retention occurred, the poorer the academic 

performance of the student. This study, unfortunately, did 

not provide information concerning criteria for placement in 

the junior first grade program or a description of the 

content of the program. 
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Summary 

Most studies assessing the effectiveness of develop

mental or academic transitional programs are problematic due 

to methodology utilized, evaluation after a relatively short 

period of time, small numbers of participants, lack of 

information concerning reasons for placement of students, 

and inadequate description of program content. Because of 

this, it is virtually impossible to advocate any of the 

interventions discussed for assisting at-risk students. 

Gredler (1984) reviewed several unpublished dissertations 

concerning transition classes and reached the following 

conclusions that seem to be worthy of serious consideration 

prior to implementation of any transitional program: 

1. Analysis of the research studies on transition 
rooms raises questions about the degree of 
educational "payoff" obtained with such 
programs. Research indicates that transition 
room children either do not perform as well, 
or at most, are equal in achievement levels to 
transition room eligible children placed in 
regular classrooms. 

2. Attitudes of school personnel toward the 
transition room are generally favorable; yet 
few, if any, schools have gathered any data to 
indicate the educational status of children so 
placed. Statements of faith from school 
personnel abound. Few programs maintain 
effective monitoring systems to indicate the 
progress of the children. 

3. Although a small teacher/student ratio often 
exists in the transition room, some research 
indicates that less time is devoted to 
academic activities than is given to children 
who are eligible for the transition room but 
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are placed in the regular class. 

4. Almost all research investigations, regardless 
of statistical findings, emphasize the 
importance of further educational intervention 
within the regular classroom for the 
educationally at-risk child. 

5. It is possible to make changes in transition 
room programs to meet educational and legal 
objections, and such changes must be 
considered carefully by school personnel if a 
transition room is to continue to be used. 

6. Approaches other than the use of the 
transition room should be considered by school 
personnel. Several investigations have 
demonstrated that changes in the operation of 
the kindergarten program have resulted in 
impressive educational gains for children at 
that age level (p. 16). 

Conclusion 

Students are usually designated as being at-risk by 

classroom teachers. Richardson, Casanova, Placier, and 

Guilfoyle (1989) found that the teachers in their study 

exhibited a fluid notion of the concept of 'at-risk'. They 

state: 

This contrasts with definitions in use today that 
assume that a student's at-risk status can be 
determined easily on the basis of relatively 
stable, enduring predispositions such as minority 
culture background, or generally agreed upon 
problem behaviors such as high absenteeism. 

Richardson, et.al., proceeded to discuss the social 

constructivist nature of the identification of at-risk 

students by the teachers they studied. This perspective 

suggests that expectations for student behavior and 

achievement are relative to the group of which the student 
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is a member. Teachers' expectations for performance may 

directly affect which students are ~hought to be at-risk of 

school failure in a particular setting and the type of 

intervention that is provided for that child. 

Before appropriate interventions can be provided, it is 

essential to more fully understand who is considered at-risk 

of failure by kindergarten and first grade teachers. This 

can be accomplished by interviewing teachers concerning 

their beliefs about students designated by them as being 

at-risk. A careful examination of the characteristics of 

these students might permit the selection of an appropriate 

intervention to prevent school failure for each child, 

depending on their individual needs. This can be 

accomplished through compilation of case histories on 

children thought to be at-risk of school failure by 

conducting classroom observations, reviewing school records, 

interviewing parents and teachers, and following the school 

progress of these children in subsequent years. 
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CHAPTER 3 

METHODOLOGY 

This chapter describes the techniques used to 

investigate the research problem identified in Chapter 1. 

Descriptions of the research methods utilized, documents 

analyzed, uses of participation observation, and rationale 

for selection of students for inclusion in the study will be 

discussed. 

Research Methods 

Qualitative research methods were used in this study. 

Miles and Huberman (1984) describe qualitative data as: 

. • • a source of well-grounded, rich descriptions 
and explanations of processes occurring in local 
contexts. With qualitative data one can preserve 
chronological flows, assess local causality, and 
derive fruitful explanations. • • Words, 
especially when they are organized into incidents 
or stories, have a concrete, vivid, meaningful 
flavor that often proves far more convincing to a 
reader---another researcher, a policy-maker, a 
practitioner---than pages of numbers (p. 15). 

Patton (1980) concurs: 

Qualitative data consist of detailed descriptions 
of situations, events, people, interactions, and 
observed behaviors; direct quotations from people 
about their experiences, attitudes, beliefs, and 
thoughts; and excerpts or entire passages from 
documents, records, and case histories (p. 22). 

A case study format was utilized to organize the 

descriptive data surrounding targeted children. Specific 

children were selected for participation in the study based 
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on what Patton (1987) refers to as "the logic of purposeful 

sampling." He states: 

The logic of purposeful sampling in qualitative 
methods is quite different from the logic of 
probabilistic sampling in statistics • . . The 
power of purposeful sampling lies in selecting 
information-rich cases for study in depth. 
Information-rich cases are those from which one 
can learn a great deal about issues of central 
importance to the purpose of the evaluation 
(pp. 51-52). 

Children who attended a developmental first grade 

program in the district and continued to attend district 

schools in subsequent years were selected for study. 

Selection of children was influenced by the availability of 

teachers for interviewing who had contact with the child 

during their kindergarten year and subsequent years, up to 

and including the child's teacher during the 1989-90 school 

year. Availability and willingness of parents to 

participate in the interview process also influenced 

selection of students for study. All interviews were tape 

recorded and transcribed verbatim. All information 

pertaining to targeted children was protected with respect 

to the confidentiality of that information. 

Patton (1987) describes what he refers to as "maximum 

variation sampling" as one type of purposeful sampling. He 

asserts: 

When selecting a small sample of great diversity, 
the data collection and analysis will yield two 
kinds of findings: (1) high-quality, detailed 
descriptions of each case which are useful for 
documenting uniqueness, and (2) important shared 



53 

patterns which cut across cases and which derive 
their significance from having emerged out of 
heterogeneity . •• By including in the sample 
individuals the evaluator determines have had 
quite different experiences, it is possible to 
describe more thoroughly the variation in the 
group and to understand variations in experiences, 
while also investigating core elements and shared 
outcomes. The evaluator using maximum variation 
sampling strategy would not be attempting to 
generalize findings to all people or groups, but 
rather looking for information that elucidates 
programmatic variation and significant common 
patterns within that variation (pp. 53-54). 

Subjects in the study were selected to demonstrate the 

wide variation among participants in a developmental first 

grade program in the school district. 

Miles and Huberman (1984) discuss the importance of 

using various measures for data collection to ensure the 

dependability of qualitative research findings. Webb and 

others (1966) contend that: 

Once a proposition has been confirmed by two or 
more measurement processes, the uncertainty of its 
interpretation is greatly reduced. The most 
persuasive evidence comes through a triangulation 
of measurement processes. If a proposition can 
survive the onslaught of a series of imperfect 
measures, with all their relevant error, 
confidence should be placed in it (p. 107). 

Patton (1980) describes triangulation of sources: 

This means comparing and cross-checking 
consistency of information derived at different 
times and by different means within qualitative 
methods. • • It means validating information 
obtained through interviews by checking program 
documents and other written evidence that can 
corroborate what interview respondents report 
(p. 331). 

Information concerning each child was collected from 
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multiple sources in an attempt to provide triangulation 

of measurement processes and minimize the limitations of any 

single source. 

Data Collection 

Data used to complete the case studies on individual 

students were collected through document analysis, personal 

interviews, and participant observation. 

Document Analysis 

Student report cards, achievement test results, written 

notes by teachers, speech and language records, and special 

education records were examined. Attendance records, health 

records, and other items contained in each child's 

cumUlative files were reviewed. A form for recording 

information was developed and can be found in Appendix F. 

The researcher used personal knowledge of events, 

processes, familiarity with district documents and personal 

experiences as a teacher in the district to add to the data 

base. 

Interviews 

The interview process, in one form or another, has been 

used extensively in societies for many years. It has been 

used as a means of selecting or evaluating an employee, 

eliciting opinions, or gathering data in research 

situations. The interview as a research methodology has 
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often been considered one of a range of survey methods used 

primarily in social research but is becoming increasingly 

popular in other fields as well. Cannell and Kahn (1968) 

have defined the research interview as: 

a two-person conversation initiated by the 
interviewer for the specific purpose of obtaining 
research-relevant information and focused by him 
on content specified by research objectives of 
systematic description, prediction or explanation 
(p. 114). 

Bogdon and Biklan (1982) suggest that interviews may be 

useful to researchers in two ways. They may be the primary 

strategy for data collection or may be used in conjunction 

with participant observation, document analysis, or other 

techniques. The interview is used to gather descriptive 

data in the subject's own words to enable the researcher to 

develop insights on how subjects interpret some piece of the 

world. 

Researchers are often concerned with questions that can 

not be fully explained without eliciting what is inside 

someone's head. yin (1984) states that interviews are an 

essential source of case study evidence because most case 

studies are about human affairs. These human affairs can 

only be reported and interpreted through the eyes of 

specific interviewees, in an effort to gain important 

insights into situations. 

Cohen and Manion (1980) describe three purposes the 

interview may serve as a distinctive research technique: 
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1. It provides information and makes it possible 
to measure what a person knows (knowledge and 
information), what a person likes or dislikes 
(values and preferences), and what a person 
thinks (attitudes and beliefs). 

2. It may be used to test hypotheses or to 
suggest new ones; or as an explanatory device 
to help identify variables and relationships. 

3. It may be used in conjunction with other 
methods in a research undertaking. 

Interviews are a type of oral questionnaire. Instead 

of writing a response, the informant verbalizes information 

and may actually supply more information because of the oral 

nature of the response. After the interviewer gains rapport 

with the subject, certain types of information may be 

volunteered that the respondent would be reluctant to put in 

writing (Best, 1959). 

In qualitative research, interviews may vary 

considerably in the degree to which they are structured~ 

Cohen and Manion (1980) describe research interviews as 

ranging: 

from the 'formal interview' in which set questions 
are asked and the answers recorded on a 
standardized schedule; through 'less formal 
interviews' in which the interviewee is free to 
modify the sequence of questions, change the 
wording, explain them or add to them; to the 
'completely informal interview' where the 
interviewer may have a number of key issues which 
he raises in conversational style instead of 
having a set questionnaire (p. 51). 

Bogdon and Biklen (1980) suggest that when the 

interviewer controls the content of the interview too 

rigidly, the informant is unable to tell his or her story 
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personally. If this occurs, they argue, the interview falls 

out of the qualitative range of interviewing. Spradley 

(1979) has described the ethnographic interview in great 

detail. His instrument would probably be considered an 

example of a 'less formal interview' and included three 

types of questions: descriptive, structural, and contrast. 

This format was used to structure the interview guidelines 

utilized for conducting the interviews reported herein. 

Interviews were conducted with the principal of the 

elementary school, the assistant principal, each child's 

current classroom teacher and other teachers who had contact 

with the students being studied, both during the year of the 

study and during previous years. Appendixes A-C contain the 

questions which provided the interview protocol. 

A parent of each child was interviewed to gather 

information about the child, including pre-school years and 

the circumstances surrounding the family, and the parent's 

perceptions of the child's progress in school. An interview 

guide developed by Richardson, et al,. (1989) was used with 

permission. This format is included in Appendix D. 

The students were also interviewed with a guide 

developed by Richardson (1989) to gather information 

concerning the student's attitudes toward school and 

learning. Appendix E contains this guide. 
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Participant Observation 

Spradley (1980) describes different levels of 

participant obse'rvation, varying in degree of involvement 

between the researcher and the activities observed, both 

with the people and in the activities observed. The 

researcher in this study was an active participant in that 

she was the remedial reading teacher at the school in which 

the study took place during the school years in which the 

subjects attended pre-first grade and first grade, then 

transferred to another district elementary school. Prior to 

transferring into the remedial position, the researcher 

taught a regular first grade class for five years in the 

elementary school in which the research was conducted. This 

position as an insider enabled the researcher to 

"simultaneously combine document analysis, interviewing of 

respondents and informants, direct participation and 

observation and introspection" (Denzin, 1978:183). 

Document analysis, interviews, and participant 

observation enabled the researcher to bring together 

multiple perspectives on the characteristics of participants 

in the developmental first grade program. As Patton (1980) 

so aptly states: 

Multiple sources of information are sought and 
multiple resources are used because no single 
source of information can be trusted to provide a 
comprehensive perspective of the program. By 
using a combination of observations, interviewing, 
and document analysis, the evaluation fieldworker 
is able to use different data sources to validate 
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and cross-check evaluation findings (p. 158). 

Detailed case studies on each of the targeted 

students are· included in Chapter 4 followed by a general 

discussion of the findings. Chapter 5 contains a 

presentation of the conclusions as related to the research 

questions, a discussion of emergent issues, implications for 

policy considerations, and suggestions for further research. 

Data Analysis 

The qualitative data was organized into individual case 

studies to facilitate the search for patterns and themes 

across cases. According to Patton (1980) the case study 

should take the reader into a person's life. At a later 

point in analysis, it is possible to compare and contrast 

cases, but initially each case must be represented and 

understood as an idiosyncratic and unique phenomenon. 

The processes of data collection and interpretation of 

data were not neatly separated. During the process of data 

collection certain ideas regarding analysis possibilities 

began to emerge that influenced the data collection process. 

In several instances, the research~r made repeated contacts 

with interviewees to discuss issues that were brought up in 

interviews that occurred later in the data collection 

process. 

The data was analyzed using charts designed to display 

information in relation to the research questions stated in 
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Chapter 1. This procedure is similar to that described by 

Spradley (1980) in a section concer~ing the construction of 

a paradigm worksheet to reflect a componential analysis. 

Some of the results of that analysis are presented at the 

end of Chapter 4 and in the appropriate sections in Chapter 

5. 
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CHAPTER 4 

CASE STUDIES AND DISCUSSION 

Introduction 

Four classes of third grade children were seated on the 

tiled floor of the school's mUlti-purpose room watching a 

video tape of a musical performance, waiting until it was 

time for their own performance to begin. Jason appeared to 

have little interest in the program and was spinning in 

circles like a merry-go-round as he sat on the floor. When 

the music teacher announced that it was time to get ready 

for the performance, Jason scrambled to his feet and ran up 

the steps of the stage and grabbed a recorder. Then he 

walked across the stage to the center and tapped one of the 

microphones, apparently to see if it was turned on. 

All the third graders moved onto the stage, located 

their assigned positions, then sat down. Wayne, sitting on 

the highest level, appeared to watch the music teacher while 

he tapped his recorder against his lips. 

Melissa stopped to talk to one of the third grade 

teachers before taking her place on the risers. She was 

holding a recorder to her lips. 

Jason sat on the third row from the top and was using 

his recorder as a telescope, placing it in front of his eyes 

and surveying the cafeteria. 
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Roberto was seated in the second row from the bottom. 

He had his elbows propped on his knees, resting his chin in 

both hands, looking around the room. 

Jennifer waited until the stampede for positions had 

nearly subsided, then walked to her position on the risers. 

She sat down on the second level and appeared to be somewhat 

bored as she waited quietly for the program to begin. 

Jason was in constant motion, his head bobbing up and 

down, sometimes disappearing from view. He seemed to be 

pretending to lose his balance and would flail his arms in a 

windmill motion. His classmates appeared to try to move 

away from him, creating empty spaces on all sides of him. 

Wayne and Jennifer remained seated and continued to 

look around the room as the cafeteria filled with groups of 

students coming in to watch the performance. 

Jason began moving from side to side on the riser. 

First he would move to his right and then back to his left, 

in constant motion. 

Roberto sat quietly, fingering his recorder. Melissa 

no long~r had a recorder and was sitting with her elbows on 

her knees, chin resting in her hands, looking around the 

room. 

The first part of the program involved most of the 

children playing recorders, while a few accompanied the 

larger group with other instruments. At one point, Jason 

left his place on the riser and walked to the front of the 
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stage and picked up a triangle. He sat down on the top step 

leading to the stage and seemed to watch the music teacher 

and responded by playing his instrument at the appropriate 

times. Jennifer, Wayne, and Roberto seemed to watch the 

music teacher intently and appeared to play their recorders 

along with the rest of their classmates. During the 

performance, Melissa stood in place without a recorder. 

After performing a few songs, the children who had come 

forward to play different instruments, put their instruments 

down and returned to their positions on the risers. Jason 

returned to his place for a brief period of time and then 

was no longer visible on the risers. After approximately 

ten minutes, he was back in his original position. He 

. remained there for a few minutes and then was not with the 

group for the remainder of the program. 

At one point in the program, the children clapped or 

stomped their feet in time to the music. Melissa seemed to 

have difficulty doing the motions in rhythm. She would do 

the appropriate motion, just after the other children 

completed their movement. 

After about fifteen minutes of instrumental music, the 

curtain was closed to set up for the third grade musical 

entitled, "Communication." The curtain opened and the 

singing began. Melissa, Jennifer, Roberto, and Wayne 

participated enthusiastically. As various students acted 

out parts or moved to the microphones for speaking and/or 
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singing solos, all four children watched. 

Roberto appeared to be nervous as the time drew near 

for his solo~ He kept looking in the direction of his 

classroom teacher who was just behind the stage curtain, 

observable to him but not to the audience, apparently 

waiting for her to signal him to go to the microphone. On 

cue, he turned around and climbed to the top riser and 

jumped off the highest level onto the stage behind the rows 

of children. Then he walked behind the risers, around the 

side and across the front of the stage. A couple of other 

students whispered to him and motioned for him to go to the 

microphone on the right side of center stage. He did move 

to that microphone and sang softly into it. When he 

finished his part, he grinned and seemed to look toward his 

teacher, hung his head to one side, turned around and walked 

back to his position on the risers. 

As the program progressed, all four children appeared 

to sing each song. Jennifer appeared to be somewhat 

uninterested and did not do some of the motions when done 

by the rest of the children. At times, Wayne could be 

observed tilting his head to one side and gazing open

mouthed at the performer. Immediately after his own solo, 

Roberto appeared not to sing along with the others, but 

resumed participation after a couple of songs. 

The musical lasted for approximately thirty minutes. 

After it was over, the third grade teachers escorted their 
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students to the playground for recess. When asked why he 

was not in the last part of the pro9ram, Jason responded, "I 

was out ... When asked what happened, he replied, "I got in 

trouble." with that comment he ran onto the playground 

toward the climbing equipment. 

Jason's classroom teacher explained that he had been 

removed from the program initially because he was elbowing 

other children and disturbing them. She had motioned to him 

to come sit by her, out of view of the audience. After a 

few minutes, she had asked him if he wanted to rejoin his 

classmates on the condition he participate appropriately in 

the program. He had told her he would behave and went back 

to his position. After a few minutes, he again started to 

elbow other children, make faces and inappropriate noises. 

At that time, one of the other third grade teachers motioned 

to him to leave his position and sit by her for the duration 

of the performance. He left the stage and did as requested. 

He sat with the teacher, out of view from the audience, but 

continued to squirm and move continually. 

Jason's teacher reported that he had not been 

cooperative from the very beginning of practices for the 

performance. She said he had not put much effort into 

learning the songs and his behavior was disruptive to the 

rest of the group. She felt he was not interested in the 

program and did not seem to be disappointed when removed 

from the performance. Music was not his favorite subject. 
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consequence for his disruptive behavior followed the 

incident. 
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Melissa's teacher explained that her recorder had been 

taken away from her because she was blowing it into a 

classmate's ear and hitting other students with it. This 

behavior had occurred during a rehearsal. The music teacher 

had taken the instrument away from her during one practice. 

At the beginning of the next practice, the music teacher 

told Melissa she could have a recorder to use if she used it 

correctly; if she did not, however, she would not be allowed 

to use one in the performance. Melissa promised to use it 

appropriately. Before the practice session ended, the music 

teacher took away the recorder because Melissa used it to 

poke a classmate. At the beginning of the program, Melissa 

was asking if she could use a recorder and was told she 

could not because of what had happened previously. 

Melissa, Jennifer, Wayne, Jason, and Roberto had been 

identified as being at-risk of school failure when they were 

in kindergarten. They were recommended for a pre-first 

grade program instead of retention in kindergarten when the 

school district decided to use additional state funding 

targeted for the primary grades to provide this program. 

Description of the Pre-First Grade Program 

Children who seemed to their teachers to be so far 
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behind their classmates that they had little hope of success 

in the regular first grade curriculum were identified and 

recommended for placement in the pre-first grade program. 

In most cases, the children had been recommended for 
• 

retention in kindergarten. When the school district knew 

for certain that the additional funding was available for 

the new program, parents of these students were mailed a 

letter explaining the program. 

The parents were told that the children were not ready 

for the regular first grade curriculum and would be 

frustrated if expected to cover the same material as other 

first graders. Through working on material below the first 

grade level, each child would have opportunities for success 

and be able to progress to the more difficult material as 

the pre-requisite skills were accomplished. 

The curriculum presented in the pre-first grade was 

similar to that usually presented in the second half of 

kindergarten, but continued into the regular first grade 

curriculum as the children acquired the pre-requisite 

skills .. A regular first grade report card was used to 

communicate progress to parents of pre-first grade students. 

Because of the curriculum presented, the children in pre

first were marked "below grade level" in all language arts 

areas and math. In addition to the quarterly report card, 

the teacher used a folder in which each student placed all 

their work each day. A weekly cover sheet was stapled in 
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the folder. The teacher recorded grades and comments 

regarding academic and social progress on the cover sheet. 

Students were required to take the folder home each day and 

have their parents sign it. Parents were encouraged to 

write comments or questions about the child's work and/or 

behavior on the same cover sheet. 

The staff at this particular elementary school decided 

to call the program a "Pre-First Grade" instead of a 

"Developmental First Grade" in an effort to more clearly 

convey the content of the program. There were no written 

district-wide guidelines for the program, other than the 

general proposal requirements. Each elementary school in 

the district worked independently to devise its program and 

individual teachers were left to implement the program as 

they thought appropriate for their group of students, 

subject to building administrative approval. 

All pre-first grade programs were full-day programs. 

Children attended school for six hours each day as compared 

to the two and one half hours spent in school daily during 

the kindergarten year. The children were scheduled for 

music, physical education, and regular visits to the 

library. They followed the same lunch schedule and recess 

schedule as did the other first grade classes. 

The main focus of this particular pre-first grade 

program was basic skills in language arts and math. The 

teacher used a variety of library books for developing oral 
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Language, and the Peabody Language Kit in addition to many 

teacher-made 'materials. 
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The teacher had a Math Their Way teacher's manual, but 

had not had the training to use the program, however, some 

of the activities recommended in the manual were 

incorporated into the class's math instruction, using a 

variety of manipulatives. The math program could be 

described as eclectic, incorporating aspects included in 

different programs on the market and many teacher-made 

materials. 

Play activities were provided in activity centers most 

afternoons. Children were encouraged to interact with each 

other while participating at the centers. The centers 

included such materials as clay, building blocks, paints, 

art supplies, puzzles, games, various math manipulatives, 

and listening activities. These center activities were 

planned to enhance social skills and language development. 

A great deal of emphasis was placed on developing good work 

habits, such as following directions, working carefully, 

learning to complete an assigned task independently, and 

taking responsibility for school work and materials. 

The pre-first class started out with twelve children, 

eight boys and four girls. Two more boys were added to the 

class during the year. Seven of the fourteen children were 

still attending district schools during the 1989-90 school 
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year. Individual case studies of five of the children who 

participated in the initial pre-first grade program follow. 

Roberto 

Roberto was born on May 20, 1980. He is the middle 

child in a family of five children. His mother works as a 

seamstress in a lingerie factory and his father is a miner 

in an underground copper mine. His family lives in a small 

three bedroom home on a busy street. At the time of the 

home interview, a sixteen year old girl cousin from 

California and a young couple and their toddler were living 

with Roberto's family. Roberto's mother worked with the 

young man and had invited him and his family to stay with 

them until they found a place of their own. 

Kindergarten. 1985-86 

Roberto's kindergarten teacher remembered him as a very 

cooperative student who was always interested in the 

classroom activities, but seemed to have no concept of 

following directions. His English skills were weak, but not 

nearly as limited as his two older brothers had been at the 

beginning of kindergarten. The same teacher had worked with 

each of the two older boys and Roberto's younger sister. 

Roberto's mother expressed the feeling that the 

kindergarten teacher was one of the best teachers her 

children had encountered in their years of schooling. She 

seemed to place confidence and trust in the teacher's 
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recommendations and was not surprised when told that her son 

seemed to lag behind his classmates in readiness for school. 

She felt Roberto was luckier than his older brothers because 

he was able to learn from them. She believed that he did 

perform better in school than the other two, but assumed he 

would be held back in kindergarten because both older boys 

had repeated their first year. 

Roberto's kindergarten teacher described him as having 

good social skills. He played well with other children and 

was not an aggressive child. Occasionally, when things did 

not go his way, he would appear to get upset and pout for a 

short period of time and then get over it. To her, he 

seemed somewhat immature and confused and needed a great 

deal of extra help when given oral directions in class. He 

seemed to like kindergarten, which was his first school

experience. 

Roberto's kindergarten report card reflected 

satisfactory progress in "works without disturbing others, 

shows respect for others, takes care of things with which he 

works, and plays well with others." At the end of the first 

quarter he received an "N" for "Needs improvement" in "works 

well independently, attention span adequate to activities, 

works carefully, and follows directions." These areas were 

marked with an "I" for "Improving" after the first quarter. 

"Takes part in verbal activities" was marked with an "N" 

throughout his kindergarten year. 



Fine motor coordination was a weak area for Roberto. 

His kindergarten teacher described him as appearing 

"immature", socially and physically. He had difficulty 

settling into routines at the beginning of the year but 

worked hard to complete all tasks. He also had difficulty 

using scissors, crayons, and pencils with skill. He did 

learn to write his name during the third quarter of the 

year, and his teacher commented, "Writing his name for the 

first time was a big accomplishment for him." 
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Roberto participated in the kindergarten readiness 

group taught by the remedial teacher for twenty minutes each 

day. The kindergarten teachers identified children who were 

having difficulty learning sounds of letters and recommended 

them for a kindergarten readiness group. The remedial 

teacher came into the kindergarten classroom and worked with 

this small group on reading readiness skills. Roberto made 

steady progress in that group. The remedial teacher and the 

kindergarten classroom teachers collaborated in determining 

which children were in need of additional assistance. 

Grouping for instruction remained flexible, allowing 

children to move in and out of the remedial group, but 

Roberto remained in the remedial group throughout the year. 

By the end of the year, he could name the eight basic 

colors, and knew the letter names for more than half of the 

upper and lower case letters and knew less than half of the 

sounds of the letters. Math readiness seemed to be a 



stronger area for Roberto. His progress in this area was 

similar to that of the majority of his kindergarten 

classmates. 
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The remedial teacher at that time remembered Roberto as 

being a very quick learner of new material. He would catch 

on the fastest of all the children in the remedial group 

when new strategies or information was presented. She 

thought he had come from an environment that was different 

than that of most of his classmates and had not had many of 

the pre-school experiences provided for other children in 

the class, either in private pre-schools or family 

activities. Roberto made good progress during the year, but 

was still working significantly below the level of the 

majority of the children in his class and was recommended 

for retention in kindergarten by his classroom teacher. 

Both the kindergarten teacher and the remedial teacher 

noticed Roberto having difficulty with visual motor 

integration and/or visual perception and requested further 

testing in the fall of 1986. 

special Education Services 

The Speech and Language Pathologist screened all 

kindergarten students early each fall. This was done in 

September of 1985, and Roberto was referred for a full 

evaluation. He was also evaluated for participation in the 

English as a Second Language program but did not qualify 



because his fluency in English was better than his fluency 

in Spanish, according to the evaluation methods used. 

After a complete speech/language evaluation, Roberto 

was placed in a corrective language program in October, 

1985, with the long range goal being "to improve receptive 

and expressive language skills." Short term objectives 

written on Roberto'S Individual Improvement Plan included: 
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1. Increase auditory processing skills (short and long 
term memory skills). 

2. Demonstrate understanding and use of regular past 
tense verbs (-ed). 

3. Increase vocabulary skills: synonyms, antonyms, 
homonyms, and word associations. 

4. Increase sequencing skills to be able to sequence a 
story with 3-4 events and to be able to recall and 
sequence his own story or that of another group 
member. 

A progress report from the speech pathologist was sent 

home in early March indicating that Roberto was making good 

progress on the objectives stated above. The clinician 

noted that he was "cooperative, and works well with other 

students, seems to enjoy speech class, shows desire to 

improve communication skills, and needs to practice 

assignments." 

Roberto's placement in the language program was 

reviewed in May of his kindergarten year and the decision 

was made to continue him in the language program for work on 

syntax/grammar, vocabulary, and semantics. This form was 

signed by Roberto's mother. Roberto continued in the 
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language program during his year in the pre-first grade 

class. The long range goal was to "enhance receptive 

language skills" by increasing his understanding of and 

correct use of various parts of speech, building concepts of 

time, space, quantity, and position, developing 

understanding of the meaning of appropriate idiomatic 

expressions, and developing an understanding of abstract 

language concepts appropriate for first graders. A review 

of placement occurred in May of 1987, and the decision was 

made to dismiss Roberto from the speech and language program 

because he had met the goals stated previously. In 

retrospect, the speech pathologist thought Roberto might not 

actually have been language disordered at the time he was 

placed in the speech and language program because he picked 

up language concepts so easily. The speech pathologist 

thought he might have had limited exposure to English 

vocabulary and concepts and "like a sponge, he just soaked 

it up when given the exposure." The school district has 

refined the screening instruments used to differentiate 

between children whose language is affected because of 

greater fluency in a language other than English and those 

who appear to be language disordered in recent years, but at 

the time Roberto was initially evaluated, he was eligible 

for special education services in the area of language 

development and was enrolled in the program. 

Roberto spent some time with a Learning Disabilities 
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(LD) resource teacher on an unofficial basis during his year 

in pre-first grade. He did not qualify for special 

education but accompanied a classmate when he was pulled out 

for special help. Both of Roberto's older brothers had 

qualified as Learning Disabled so it was thought Roberto 

might have some of the same difficulties and he was given 

extra help before he fell further behind. 

Pre-first Grade, 1986-87 

Roberto was one of twelve children initially placed in 

the pre-first grade program. His main source of reading 

instruction was Level I of Reading Mastery, published by 

Science Research Associates. He made steady progress in the 

program. He was marked "below grade level" for reading on 

his report card and received "A's" and "B's" in both reading 

and phonics throughout the year. 

Roberto did well in spelling during the second semester 

of the year, when a grade was given. He received mostly 

"B's" in penmanship with an "A" for the second quarter. His 

language arts effort grades were all "A's." Roberto seemed 

to do well in most areas in math but had some difficulty 

learning to count to 100. He received "A's" with an 

occasional "B" in math achievement and math effort. 

Teacher comments on the report card indicated that 

Roberto was very cooperative and got along well with 

classmates. At one point, he seemed to make steady progress 
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in all areas except oral language. His teacher suggested 

that he practice speaking English more. By the end of the 

year, his teacher commented, "Roberto has made huge gains 

this year in math and language. He's a wonderful boy and is 

a good listener and hard worker." 

His teacher recalled that he had very good fine-motor 

skills and did well when coloring or on paper and pencil 

tasks. She remembered him getting along well with the other 

children. She stated, "He seemed to learn easily and just 

needed to learn more English. He was a good worker and put 

a lot of effort into what he did. He had a lot of plusses 

there." 

Conduct grades were given for controls self, observes 

school rules, accepts responsibility and cooperates. 

Roberto received "A's" in all areas each grading period. He 

also received "A's" in physical education. His report card 

reflected "B's" in general music. 

First Grade, 1987-1988 

Roberto was assigned to a regular first grade classroom 

with 28 other students. The class size remained at 28 or 29 

throughout the year. 

Roberto's classroom teacher divided the students into 

relatively homogeneous ability groups for reading 

instruction. She used the district-adopted basal reading 

series and supplemented it with other materials and writing 
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activities. At the beginning of the year Roberto was in the 

lowest of three groups and then moved into the middle group. 

His teacher reported: 

He just blossomed that year. He was ready [to 
read] and it just happened for him in first grade. 
He had been in a remedial group [in addition to a 
classroom group] for a while at the beginning of 
the year, but toward the end of the year he did 
not need the extra help any more. He felt really 
good about himself. At different times during 
the year, he'd hit a snag and we'd work extra hard 
and he'd get going again. 

Roberto's first grade teacher believed that most of his 

difficulties in reading were related to his language skills. 

During her years of teaching, she had observed that many 

children coming from homes in which both English and Spanish 

were spoken tended to lack strong language development in 

both. She felt the extra year in the pre-first grade 

program had given him the language development that he 

needed and helped him. She commented, "Once he got a 

mastery of the language, the reading just seemed to come. 

He was such a hard worker, always cooperating and smiling." 

The first grade teacher met Roberto's Mom at conference 

time but felt there were no problems academically or 

behaviorally, so she did not initiate additional 

conferences. The teacher sent home a weekly progress report 

containing the children's graded work and comments on their 

behavior. Roberto's mother always signed the forms and sent 

them back with Roberto. 

At the end of the first quarter, Roberto was reading in 
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the first pre-primer and received a grade of "B." This was 

considered "on grade level" at that time, but he was marked 

"below grade. level" in reading at the end of the second 

quarter. He received "B's" in reading throughout the year. 

His grades in phonics, English, spelling, penmanship and 

language arts effort fluctuated between "A's" and "B's." He 

was marked "on grade level" for all these curriculum areas. 

Roberto was also marked "on grade level" in math and 

received all "A's", which seemed to be an area of strength. 

All conduct grades were "A's" or "B's" except for 

"accepts responsibility." Roberto received two "C's" in 

this area. His teacher's comments on the report card 

indicated that the grade was lower because only two spelling 

homework assignments were turned in during the quarter. One 

was due each week. 

Overall, Roberto seemed to make steady progress in the 

regular first grade curriculum and was promoted to second 

grade at the end of the year. At that time, he was 

dismissed from the speech and language program. 

Second Grade, 1988-89 

Second grade teachers at Roberto's school ability 

grouped all the children in the grade level for reading 

instruction. Four classes of children were divided by 

reading ability and were assigned to a particular teacher 

for reading instruction. They remained in these groups for 
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about an hour and a half each day. Roberto was assigned to 

the lowest of the four groups and was again marked "below 

grade level" on his report card for all subjects included in 

the language arts curriculum. His grades fluctuated between 

"A's" and "B's" in reading as well as English/grammar, 

spelling, and penmanship. His teacher commented that, "Even 

though Roberto is below grade level in reading and English, 

he is making good progress. His effort grade went down 

because of his inconsistency in returning his homework 

assignments and bringing in his sharing." Each student was 

required to write out something to read aloud as a sharing 

activity with the class on a designated day each week. This 

was to be prepared as a homework assignment. His second 

grade teacher recalled: 

He was at the high end of my low reading group. I 
think probably at the end of the year, had there 
been more time left, I would have bumped him up to 
the next highest reading group. I felt like a lot 
of his problem was just language, having a 
language barrier. I just had the feeling that if 
he'd had a better background in English that it 
would have helped him along. He really caught on. 
He didn't always comprehend everything that he 
read, but his work just progressively got better 
and better during the year. I didn't feel he 
needed to be in the lowest of groups [when he went 
on to third grade]. 

Roberto was working in grade level material in math and 

seemed to excel in this area. He received "A's" each 

marking period. Roberto continued to get along well with 

classmates and observe school rules. At the end of the 

final quarter, his regular classroom teacher commented, 



"He's a pleasure to be around." His reading teacher 

remembered him as being very friendly and outgoing. She 

felt he was definitely a student who would work'up to the 

teacher's expectations. She commented, "If a teacher 

expected a lot from him, he would perform. But I think if 

you didn't, then I think he probably wouldn't do so well. 

He tried so hard for me as long as I was there with the 

praise and a pat; on the back [for doing a good job]." At 

the end of the year, Roberto was promoted to third grade. 

Third Grade, 1989-90 
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The third grade teachers did not ability group their 

children for reading and used the adopted basal for most of 

their instructional program, but did incorporate children's 

literature into the program. Roberto was considered to be 

reading "on grade level" and received "C's" three grading 

periods and one "B." His teacher thought he enjoyed reading 

and found that he comprehended stories quite well. He 

contributed many details about the story when discussing it 

orally, but often had difficulty putting his thoughts into 

complete sentences when writing answers to comprehension 

questions. His teacher thought he was sometimes confused as 

to what the question was asking. When asked if she thought 

his confusion might be related to Spanish being spoken in 

the home, the teacher felt that was not a contributing 

factor. They had done several Spanish vocabulary lessons in 
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class and Roberto did not know any words except a few slang 

terms. His teacher commented that occasionally Roberto 

seemed to have trouble coming up with the word he wanted to 

use, particularly if he was asked to think of a synonym for 

a given word. During the second half of the school year, 

the reading program was altered somewhat to encourage more 

interaction between children working in groups on specific 

stories. At first, Roberto appeared reluctant to 

participate. His teacher said, "He just sat back and let 

everybody else give out information, but later he began to 

contribute more." She thought his self-confidence had 

increased, due in part to his success in math. His grades 

in English/grammar, spelling, and penmanship were mostly 

"B's" with an occasional "A" or "C." 

Roberto continued to work on grade level in 

mathematics. His grades were high "B's" with one "A." He 

seemed to be highly motivated by the class competitions to 

learn the basic math facts. Science and social studies were 

graded at the third grade level. Roberto received "B's" and 

"C'S" in these areas. His teacher believed that the 

difficulty of the reading required in content area textbooks 

and on tests contributed to his lower grades. These content 

areas had not been graded in earlier grade levels. 

Roberto continued to be a very cooperative student and 

a hard worker in class, but remembering to complete his 

homework and turn in all assignments seemed to be an ongoing 
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problem. His teacher worked with him to organize his work 

materials and assignments, checking with him to make sure he 

had what he needed before leaving school each day. This 

process seemed to help, but he continued to have difficulty 

getting assignments turned in. This was reflected in two 

"F's" on his report card for UAccepts responsibility." 

Roberto's teacher stated that he seemed to respond to praise 

and positive recognition. At times he would ask to stay in 

the classroom during recess to perform helpful tasks. 

Even though Roberto often forgot his homework, he 

seemed to take responsibility for seeing that his siblings 

had their lunch money. His teacher observed that he often 

bought lunch tickets for his two brothers and sister and 

delivered the tickets to them. If one of his siblings was 

absent, he would go the their classroom and pick up their 

makeup work. Roberto's teacher commented that he seemed to 

fit right in with other third graders when it came to social 

maturity. She thought he had probably benefitted from the 

year in pre-first grade because of the opportunity to be in 

a smaller class. She stated, "He's definitely not more 

mature than the other kids. He's right along the same 

line." 

Third Grade Classroom Observation 

The 9:00 a.m. bell rang, indicating the beginning of 

school day. Roberto was seated at his desk toward the rear 
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of the classroom. The classroom appeared somewhat crowded 

with a total of 32 students in the class. Groups of four to 

six student desks were arranged to form tables with students 

seated around the outside facing toward the center. Each 

group of students worked together to earn chips for 

appropriate classroom behavior. When directions were given 

by the teacher, those teams in which each member followed 

the directions quickly and quietly were awarded chips that 

could be redeemed for different rewards such as free time, 

game time, or other treats. 

When the bell rang, Roberto took a spiral notebook out 

of his desk and began copying the "Bell l'lork" exercises off 

the chalkboard. The teacher placed these review exercises 

for language arts and math on the board each morning for 

students to copy into their notebooks as soon as the bell 

rang. Usually the class as a whole would go over the 

exercises and discuss the answers after about 12-15 minutes. 

While the students worked, the teacher took attendance, 

lunch count, and passed out the book orders that some of the 

students had purchased. Roberto had ordered a paperback 

book about the children who lived 'in a train boxcar and 

seemed excited to get it. He raised his hand to indicate he 

was buying the school lunch that day. The public address 

speaker came on with the daily announcements and all the 

students stood for the Pledge of Allegiance. The statutory 

"moment of silence" followed. Roberto resumed writing in 
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his folder during the moment of silence. 

The routine was changed this particular morning because 

the teacher wanted the students to take a short math test on 

measurement that had been scheduled for the previous day but 

had not been taken because the review had taken longer than 

anticipated. When the teacher asked the students to put 

their "Bell Work" to one side and listen to directions, 

Roberto promptly complied. He seemed to listen carefully to 

the directions. Roberto appeared to have little difficulty 

completing the test on measurement. He turned in his test 

and resumed writing in his spiral notebook. His writing was 

neat, careful cursive on the narrow lines in his college

ruled notebook. 

Roberto seemed to be paying careful attention as the 

class went over the "Bell Work" exercises. After checking 

the part that involved recognizing numerical patterns and 

completing the pattern, the teacher asked, "How many got 

all that?" Roberto raised his hand and grinned. 

The next exercises involved dividing words into 

syllables. At one point, Roberto appeared to erase his 

answer and correct it. This was the accepted procedure in 

the classroom. He raised his hand to respond when the 

teacher asked for volunteers to syllabicate the word 

"bubble." His response was correct and the teacher praised 

him. Upon completion of the discussion and correction of 

the exercises, the teacher asked the students to put their 



notebooks away. Roberto whispered to the student sitting 

across from him as he put his notebook in his desk. 
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It was almost time for the class to go to the cafeteria 

for PEe The teacher asked the children to line up as she 

called them one table at a time. Roberto stood at his desk 

and stretched and walked to the line when his table was 

called. 

Roberto seemed to enjoy the PE games. He was able to 

jump rope rapidly with a steady rhythm. He followed the 

teacher's directions for all the games and seemed to have 

lots of energy and enthusiasm. He frequently exchanged 

comments with classmates at appropriate times. One of the 

activities involved hitting a nerf ball into the air with 

hands clasped as one might hit a volleyball. Roberto was 

able to do the activity with good control and reaction time. 

Several of his classmates were having difficulty and ended 

up chasing their nerf balls around the cafeteria. Many of 

the activities involved taking turns with a partner. 

Roberto was very cooperative, taking his turn, then giving 

his partner the ball or jumprope. He seemed to encourage 

his partner and interact comfortably with the other child. 

One of the games was similar to dodgeball. Roberto was 

one of the children attempting to dodge the balls thrown by 

other children. As he waited in a "safe" area for the 

signal to run across the room to another "safe" spot, he 

seemed to be looking around the area, planning his strategy 
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for avoiding getting hit. When the signal to go was given, 

Roberto ran around the perimeter of the playing area, 

jumped into the air so that the ball missed him comple'cely. 

At another point, he changed directions quickly a couple of 

times while running and avoided the throw. He laughed, 

jumped up and down, and chatted with the boys around him. 

At the end of the PE class, Roberto lined up with the 

other children and got a drink from the water fountain 

outside the cafeteria. His classroom teacher met the group 

and escorted them back to the classroom. Roberto followed 

along as they walked, talking to the boy next to him. After 

all the children were seated, the teacher began a science 

lesson, asking questions about previous learnings related to 

pollution of the earth's environment. The students were 

studying this topic in relation to Earth Day. Roberto 

raised his hand to respond to various questions asked by the 

teacher. He was not called upon, but appeared to follow the 

discussion. 

The children had written a paragraph containing 

informa~ion about pollution. They exchanged papers with 

someone seated in close proximity and edited a classmates's 

work as the teacher made corrections in the paragraph on the 

chalkboard. Roberto used a red pen to make corrections on 

another student's paper. When he finished editing the 

paper, he handed it to a student sitting across the table. 

Roberto had marked several errors, but missed a few others. 



[The teacher later commented that this performance was 

typical for third graders at this stage in learning to 

proofread.] 
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Roberto examined his own paper when it was returned to 

him. His handwriting appeared to be consistent and neatly 

done. He proceeded to make erasures and correct the errors 

that had been marked by a classmate. When the teacher 

directed the students to make corrections and practice the 

correct spellings for any misspelled words, Roberto was 

adjusting his lead pencil and then wrote out the correct 

spellings of the words that had caused him difficulty. 

The teacher asked the students to clear off their desks 

and get ready for timed tests in math. Roberto did so 

quietly as the teacher walked around the classroom giving 

verbal praise to those groups who were following her 

directions and placing chips in the containers for each 

team. The teacher picked up a stack of various levels of 

timed tests and asked students to raise their hands when she 

called out the test they were to take. As she began to call 

off the test titles, Roberto was talking quietly to a boy 

seated next to him. After a couple of minutes, Roberto 

realized that he and his partner in conversation needed 

levels of the tests the teacher had already said. He 

whispered to the other boy that he should go up to the 

teacher at the front of the room and get their papers. They 

resolved the matter by both walking to the teacher to get 
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their papers. They returned to their desks and waited for 

the signal to begin. Two students chosen as the "timers" 

gave the signal to begin, and Roberto worked quickly and 

finished before the time was up. He whispered something to 

one of the "timers" and then waited until they told everyone 

to stop. The teacher collected all the papers. 

Social studies was the next topic on the schedule for 

the day. The class had been learning about the steps 

involved in communication by mail. Roberto appeared to pay 

attention to the discussion at first, but then started 

flipping through the pages of his textbook. He yawned, and 

started making faces. He tilted his chair back on two legs 

and appeared to be restless. He took a small item out of 

his desk and played with it while another student read aloud 

from the textbook. He put the item back into his desk and 

folding his arms on top of the desk, rested his head on his 

arms. His social studies textbook was also on his desk and 

he flipped to a picture of a map near the back of the book 

and looked at it from his "resting" position. Several other 

students in the class appeared to be equally inattentive, if 

not more so. After a couple of minutes, the teacher 

directed the students to take out their social studies 

workbooks and find a certain page. On this page they were 

instructed to number the events listed in sequence, 

explaining the steps required to get a letter from one 

person to another. Roberto promptly got his workbook out, 
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located the page, and numbered the list of steps. He 

covered his answers with both arms and looked around his 

group to see what others were doing. He and another student 

talked quietly. 

After everyone was finished, the teacher went over the 

correct answers, asking different students to explain the 

different steps. Roberto appeared to be listening and made 

a correction to one of his answers. He gave a correct 

response when called upon by the teacher. 

Another part of the lesson involved addressing a 

letter. Roberto looked around and fidgeted with his pencil, 

putting it in his mouth and then in his hair. He seemed to 

be struggling to read some of the words in the address they 

were supposed to use. He started to fill in the address and 

was writing carefully on the lines provided. He had not 

finished addressing the letter when it was time to get ready 

for lunch, so he put his workbook to the side of his desk to 

complete later. 

Interview with Roberto 

Roberto indicated that math was his favorite subject in 

school in third grade and had been his favorite each year 

except kindergarten. At that time, art was his favorite 

thing to do because they got to paint animals. He felt he 

was good in math because he could do multiplication, 

division, addition and subtraction. When it was mentioned 



91 

that it sounded like he was doing very well, he said, "Yeah, 

but there's this other kid in my class. He passed each 

timed test right when he got them. He just passed them all 

the first time! I want to do that." 

Roberto said he had some math flashcards at home to 

practice but "sometimes my Mom doesn't have the time. So I 

don't get to practice." When asked if one of his brothers 

could help him, he laughed and said they were too busy. 

Roberto liked science the least of his subjects because 

"you have to read a lot." He did not like doing some of the 

science activities, either. 

Roberto expressed the feeling that his teacher was 

proud of him because he respected her and listened to her. 

He felt school was "pretty fun" most of the time, but he got 

bored and the hours seemed to pass slowly. He would think 

it was almost time to go home and only a couple of hours had 

gone by. 

Roberto said he wants to be a lawyer or a miner when he 

grows up. He had been to the mine where his father worked 

and thought it would be fun. He was not sure what a lawyer 

did, but thought they made lots of money. That appealed to 

him. When not in school, Roberto likes to play with his 

friends. They play Nintendo, watch TV, go swimming at one 

of the friend's house, or go outside and spy on their 

sisters. When they spy on the girls, the girls try to catch 

them and punch them, but the boys usually outran them. 



Roberto also likes to play basketball and climb on the 

monkey bars at school. 
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Roberto. was adamant that he had not been in the pre

first grade class. He seemed uncomfortable when questioned 

about the class and reiterated, "I wasn't in that class." 

He did discuss his regular first grade teacher and said she 

was the nicest teacher he had so far. He said he had 

learned to read in kindergarten. Then he changed the 

subject by mentioning that he was looking forward to summer 

vacation. 



Table 1: Summation of Roberto's Report Card Grades 

Grades Reported for each Quarter 

Pre-first First Second Third 

** Grade Grade Grade Grade 

* * * * * Readinq B,A,A,A B,B,B,B A.B.B,A C,C,B C 
Not Not 

Phonics A,A,A,A A.B,B,B Graded Graded 
Not * * * * Enqlish Graded NG,A,B,B B,B,B,A B,B,B,C 

Soellinq NG,A,_A NG,A,A,A A,B,A,A B,B,A,B 

Handwritinq B, A, B,B B B,A,A B,A,A,A B,B,B,B 

Mathematics AJ B, A,_A A,A,A,A A,A,A,A B,A,B,B 
Not Not Not 

Social Studies Graded Graded Graded B,B,B,C 
Not Not Not 

Science/Health Graded Graded Graded C,C,B.B 

Music B,B,B,B B B,B,B B,B,B,B A,A,C.B 
Physical 

Education A,A,A,A A,A,A,A A,A,A,A B,A,A A 
Graded Graded 

Conduct Grades Separately Separately B,B,B,A A,A,A,A 
Academic Effort 

Cooperates A,A,A,A A,B,A,A B,C,C,C I C,B,B,B 
Included in 

Controls Self A,A,A,A B,B,A,A Conduct 
Observes Included in 

School Rules A,A,A A B,BLA~_A Conduct 
Accepts Incl. in 

Resoonsibility A,A,A,A B,C,C,B Conduct F C,F C 

** Indicates student was considered to be "below grade 
level" in all academic areas. 
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* Indicates grade was based on material that is considered 
to be a few months below the grade level in which the 
student is currently assigned. Roberto remained in a 
regular classroom for this instruction. 
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Table 2: Roberto's Achievement on Standardized Tests 

IOWA TEST OF BASIC SKILLS 

Scores reported in percentiles 

Pre-first First Second Third 
Grade Grade Grade Grade 

Not 
Listening 28 70 37 Tested 

Not 
Word Analysis 3 43 62 Tested 

Vocabulary 34 65 42 29 
Not 

Readinq 6 26 Available 26 

Spellinq 18 59 17 30 
Not 

Capitalization Available 55 49 48 

Punctuation 6 80 19 31 

Lanquaqe Usaqe 18 80 72 27 
Not 

Lanquaqe Total Available 78 43 30 

Math Concepts 50 65 80 64 

Math Problems 62 99 59 80 
Math 

Computation 24 71 76 76 
Not 

Math Total Available 92 74 78 
Basic Skills Not 

Composite Available 59 44 39 

Roberto was given the Otis Lennon Intelligence Test 

during his pre-first grade year and again during his year in 

regular first grade. His 10 was measured at 92 the first 

time and 103 the second time. 

Other Teachers' Perceptions of Roberto 

The music teacher had worked with Roberto for four 



95 

years. She remembered him as being "silly" when he was in 

the pre-first grade class. He would clown around and do 

things to make the other children laugh. To her, he seemed 

to be immature. She commented that he had come a long way, 

to the point that he tried out for a solo part in the 

musical production put on by all the third grade classes. 

Roberto had done well on learning to play a recorder and 

would follow along in singing songs in music class. She 

felt he fitted right in with his classmates and was a "real 

middle of the road third grader." She thought he seemed to 

enjoy music class and was not a problem in any way. 

The physical education teacher stated that Roberto was 

always cooperative and followed directions well. He seemed 

to enjoy the games they played and participated with 

enthusiasm. He did not appear to have any coordination 

difficulties. 

Health and School Attendance 

Roberto's doctor discovered a heart murmur caused by an 

improperly formed valve during the year Roberto was in 

regular· first grade. This condition may require surgery in 

the future, but is now just being monitored annually. For 

the time being, he must take medication prior to any dental 

work or in the event he gets a severe cut. Roberto's mother 

explained that there is a chance that a blood clot might 

form and pass into the heart or an infection might set in 



and cause more damage. She watches him for symptoms of 

exhaustion and/or lack of energy. If she observes any 

problems, she has been instructed to contact the doctor to 

schedule a medical checkup. 
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A review of the district's health center records 

revealed infrequent visits to the health center. Occasional 

visits for scrapes or bumps from playground activities were 

noted. Roberto was within average range for height, but was 

above average 'in weight, according to standards set by 

the National Center for Health statistics. He had passed 

all annual vision screenings. He did fail his hearing check 

in the fall of his third grade year but passed the recheck. 

His school attendance was regular, with anywhere from eight 

to eighteen days absent a year, the highest number occurring 

during his third grade year. 

Interview with Roberta's Mother 

Roberto's mother worked as a seamstress in a lingerie 

factory. Her hours varied depending on the amount of 

business the company had at the time. Her first job was 

that of an assistant manager for an apartment complex. The 

manager started teaching her the business when she was eight 

years old and she continued to work there until after she 

was married. She felt the manager had taught her all she 

knew and her own spelling and reading skills were adequate 

for the job, even though she had not finished high school. 



When she left that job, she went into construction work as 

an equipment operator for two years. 

She stated that her jobs have not required schooling 
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because all she does is use her hands. Her husband believed 

that finishing high school was important and he did 

graduate, but now that he was working in an underground 

mine, he really was not using his schooling. She said: 

I've known a lot of people who have gone through 
high school, to the university, have gotten this 
and gotten that, and they are miners or 
construction workers. Why would you need 
schooling for that? I tell these kids, my kids, 
what I want for them. I want for all of them to 
go into the service. Maybe that's a wrong 
decision, but I think that in the service they 
will learn. They'll be paid for learning. 
They'll go places that I was not able to send them 
to or take them to. I even want my daughter to 
go. This way they'll be taught to grow from boys 
to men, and not always be stuck to Mamma all the 
time. My daughter will be able to fend for 
herself because I don't know what she·'s going to 
end up with. She might end up with a husband who 
is a wife beater or a drunk. I'm looking ahead 
and maybe it's wrong, but you've got to look at 
the reality of life and that is what life is all 
about. Right now they've got me and my husband, 
but what happens if I die? Who will they have? 
They might not have anybody, so I want them to 
fend for themselves. 

Roberto's mother had not worked outside the home during 

most of Roberto's pre-school years. At that time, she had 

four young children of her own and took care of other 

children in her home. She did not seem able to recall many 

specific details about Roberto's early childhood. She 

believed that the pre-first grade year had helped him do 

better in school. She indicated that if she were told one 
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of her children needed help in something and the school had 

a special program, she would put them there. She felt they 

would get more help in a special program than in the regular 

class. 

She said: 

I'm sure it was better for Roberto to be held back 
then [pre-first grade], than for him to be held 
back somewhere in the fifth or sixth grade. And 
that's what I thought for all the boys. After he 
came out of first and went to second, he did a lot 
better. He just seemed to do everything mostly on 
his own. He doesn't really need that much help 
with homework. He doesn't always bug me like the 
rest of the kids do, that they need help for this 
or they need help for that. He will tell me, 
'Mom, I do need a spelling test,' or 'Mom, I do 
need to read this to you,' or 'I need to do that.' 
His schooling is fine and I" think that the 
programs they do have there at the school do help 
the kids a lot. Their main problem is reading and 
all the other subjects seem to" be much better. 

Roberto's mother said that the people at school thought 

her boys had trouble in reading English because they were 

bilingual. The family had spoken a great deal of Spanish 

because she wanted them to know how. As their grandmother 

did not speak any English, they spoke Spanish to her. The 

children now had forgotten most of their Spanish because 

there were so few Spanish speaking people in the school or 

in their immediate neighborhood. This situation concerned 

her because she believed being bilingual would be a good 

advantage when trying to get a job when the children are 

older. 

Roberto's mother said she was amazed at how well all 



99 

the boys, especially Roberto, did when they returned to 

school in the fall of the 1989-90 school year. She was 

supposed to keep them reading all summer, but she never 

really "pushed" it because they were on the go so much of 

the time. She expected their grades to be really low, but 

they were high. She was amazed because they usually forgot 

so much over the summer. 

According to Mom, Roberto's only bad grades were in 

responsibility because he often forgot his folder at a 

friend's house or some other place. He brought up the 

responsibility grade the following quarter, and all his 

academic grades were good, mostly "A's", "B's", with three 

"C's." Mom said Roberto was very forgetful, but she forgets 

things, too. Everybody does. Roberto's mother felt 

homework was primarily the children's responsibility, yet 

she tried to help them at times, staying up until 11:00 or 

midnight. There were other times, she reported, when she 

was just too tired to help them. 

The family went to a local park with many different 

sports activities for fun, and everyone would take off in 

different directions. They often traveled to a small 

southwestern community to visit relatives. The boys enjoyed 

roller skating and playing with their friends in the 

neighborhood. The boys played on baseball teams, but their 

mother did not get to see many of the games because she 

generally was dropping off one child and picking up another 
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at different locations. The children liked to spend the day 

at a county park and recreation area. Their parents would 

give them money to spend and they frequently stayed until 

closing time. Roberto's mother felt the children were safe 

there and it gave her a whole day to relax or catch up on 

housework and other things that needed to be done. 

Roberto's father had been doing shift work in the mines 

since before any of the children were born and was able to 

sleep through the normal noise and commotion. At times, if 

the children became too loud, the boys would be spanked by 

their mother. She said, III get up and I spank them. I 

don't care if I leave their butts black and blue. Let the 

Child Protective Center [sic] come for me. I really don't 

care. That's what I tell the school." 

During the last year an incident occurred during which 

Child Protective Services contacted Roberto's mother. She 

was certain that someone at the school had reported her for 

child abuse. She talked to the representative from CPS on 

the telephone and told them that she did spank the boys hard 

so it w.ould hurt them and they would remember it. She told 

them they were welcome to come to the house and talk to the 

children. She had no further contact with the agency. 

Roberto's oldest brother had recently been in trouble 

at school. The incident involved Roberto's brother 

"swatting another child on her behind." The incident 

escalated into a confrontation between Roberto's mother and 
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the father of the girl when Roberto's mother went over to 

the girl's house because the father "manhandled my son." 

Roberto's mother felt the girl's parents had made a "federal 

case" out of the incident and were supported by the school; 

however, she believed the school had failed to take 

appropriate action when one of her boys was seriously hurt 

in a playground incident. She cited several episodes 

involving her children and other minority children that 

supported her feelings. The various incidents had occurred 

during the last couple of years. 

Roberto's mother believed the teachers were "great, but 

there is a real problem in the way Mexicans are treated by 

the administrators at the school." When asked if she 

worried about how this might affect the boys, she thought it 

was manageable if the boys can put up with it, as they are 

the ones who have to face it everyday. "If they don't 

complain about the way they are treated all the time, it 

must be bearable." 

When any of the boys get in trouble, she tried to find 

out what happened by listening to their explanations, and 

would then decide whether to punish them. She said: 

I feel very embarrassed when the school calls me 
and tells me, Mrs ••••••••••• , your child has 
done this, your child has done that. If they call 
me at work and I have to take time off from work 
to listen to this, then I am pissed when I get 
home. And when my kids see me drive up, they know 
they see fire in my eyes. It's like, uh oh! They 
know they better get ready. But before I spank 
them, I find out what exactly had happened, and I 
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don't spank them before I know the reason is good 
enough. 

Roberto's mother expressed concern about what will 

happen to the boys when they get to junior high and senior 

high school. She feels the teachers at those levels do not 

take the time to help the kids as much as teachers do at the 

elementary level. She has had some experience with the high 

school in the community that her niece is attending. It 

seemed to her that the teachers gave an assignment, showed 

the students what to do and if they did not grasp it the 

first time, too bad. She felt as though she was going to 

school again with her own kids, but really. could not help 

them much because she was "terrible in spelling and 

reading." She said her husband was a much better student 

and was good in math, but he did shift work in the mines and 

was not always home or was sleeping when the children did 

homework. 

Roberto's mother described an incident when her niece 

was having trouble with an assignment in pre-algebra and 

they did not go to bed until they figured it out. Roberto's 

mother went back through the textb,ook and studied examples 

until she figured out the problem. She wrote it down for 

her niece and explained it so she could understand it. She 

was so proud when her niece brought back her paper and it 

was all correct. She said, "I was able to master it! It 

was only pre-algebra, but I figured if she keeps bringing 
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home her book, I could even get better myself!" 

Summary 

Roberto's home situation was unusual in that the number 

of people residing in the home changed periodically. 

Roberto's mother frequently offered temporary accommodations 

to relatives and/or friends in their small three-bedroom 

home. This created a situation that required everyone to 

be flexible and work around different work schedules, sleep 

patterns, and lifestyles, sharing the limited living space. 

Roberto and his brothers sometimes slept in the living room 

on the couch or on the floor. There were no regular 

routines for meals, homework or bedtime." He and his older 

brothers were often responsible for themselves and the 

younger children, sometimes fixing their own meals and 

getting themselves off to school. Given the circumstances, 

it is not surprising that Roberto did not complete his 

homework with any regularity. 

When Roberto started kindergarten, he was thought to be 

bilingual and was evaluated to determine if that was the 

case. The results of the screening indicated that although 

he did know many Spanish words, he had a larger vocabulary 

in English. Even though his fluency in English was 

apparently greater than his fluency in spanish, his language 

development was considered to be significantly below that of 
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the typical kindergartener, qualifying him for special 

education services as language disordered; however, 

different results might have been obtained if different 

language measures had been utilized. At the time, Roberto 

was placed in a classroom in which all instruction was 

provided exclusively in English. 

Roberto was recommended for placement in the pre-first 

grade program for several reasons, the primary concerns 

shared by his teachers were his difficulty with language, 

vocabulary, and following directions. By the end of his 

kindergarten year, he had not acquired the reading readiness 

skills considered to be essential for success in first grade 

in that he knew less than half of the sounds of letters and 

had difficulty working independently in the classroom 

setting. Roberto also had difficulty paying attention 

during instruction and did not always complete his 

assignments carefully. He had difficulty using scissors, 

crayons, and pencils with skill. His teachers believed 

Roberto would benefit from placement in the smaller pre

first grade class where he would receive more individualized 

assistance in acquiring the skills he appeared to lack and 

instruction would be provided to build the foundation for 

learning to read. 

Roberto was considered to be "on grade level" in 

reading in his regular first grade program excepting the 

second quarter of the year. During that time, his teacher 
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commented, he fell behind, but was able to catch up with the 

class. 

level. 

His reading grades were consistently "B's" at grade 

When Roberto entered second grade, his reading 

teacher considered him to be "below grade level" because he 

had not completed the first grade reader before beginning 

second grade. He did complete the first grade reader during 

the first quarter of second grade and began the first reader 

for second grade. He continued to work in that same text 

for the remainder of his year in second grade, averaging an 

"A" in reading "below grade level." [Many of the teachers 

at this school provide instruction at a level at which they 

feel students can experience success, regardless of their 

grade assignment. When this is done, the student's report 

card must reflect the level of instruction: hence, the 

notation: "below grade level."] Both Roberto's second and 

third grade teachers commented that he seemed to have 

difficulty with reading comprehension. He often seemed 

confused by the questions asked about the reading material 

and would also have difficulty phrasing his answers, 

especia.lly when teachers required that the answers to 

comprehension questions be stated in complete sentences. 

In second grade, Roberto's report card was also marked 

"below grade level" for English/grammar. This notation 

indicates that the classroom teacher adjusted assignments 

for him and/or provided more individualized assistance to 

help him complete assignments successfully. His percentage 
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grades in this area ranged from 81% to 90%, with an average 

for the year of 86%. In third grade, Roberto was again 

considered by his teacher to be "on grade level" in reading 

and English/grammar. His quarterly reading grades ranged 

from 73% to 83%, averaging 77%, which is considered a "c" on 

the district grading scale. The difference in reading 

grades when comparing those received in second grade to 

those received in third grade might be attributed to many 

factors, such as the level of reading instruction provided, 

teacher variation in expectations for performance, the 

possibility that Roberto's acquisition of language 

concepts/vocabulary might not be keeping pace with that of 

his classmates, or a combination of factors. Roberto's 

standardized test scores provide another indication of his 

overall academic progress. Examination of Roberto's 

achievement scores on the Iowa Test of Basic Skills 

indicates a trend toward declining scores in vocabulary and 

language usage, while his Math Totals remain relatively 

constant in second and third grades. 

It would appear that Roberto's difficulties in language 

development that led, at least partially, to the pre-first 

grade placement continued to be observable in third grade. 

Roberto's fine motor skills, as demonstrated by his ease 

when writing with a pencil, seem to be somewhat above 

average for third grade. According to Roberto's second and 

third grade teachers, he would often forget to complete 
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homework assignments, causing his grades in "academic 

effort" and/or "accepts responsibility" to suffer. 

Instructions. for homework assignments tend to be given 

orally by teachers and completed by students independently, 

and this might be interpreted to mean that Roberto continued 

to have difficulty following directions and completing 

assignments throughout the primary grades. Given this 

interpretation, it would appear that Roberto, as a third 

grader, continued to exhibit most of the behaviors that 

contributed to his placement in the pre-first grade program. 

Roberto did receive special education services from the 

speech/language pathologist for approximately two years, but 

was then dismissed from the program. His teachers commented 

that they often repeated/rephrased directions for Roberto or 

gave him individual assistance when completing .assignments, 

but this was done frequently for many children in the 

classrooms, depending on the nature of the activity being 

undertaken. Major adjustments in the grade level curriculum 

and/or instructional techniques were not required to provide 

successful learning experiences for Roberto. 

Roberto's third grade teacher perceived him as an 

average student in most areas, but somewhat below average in 

reading achievement. He needed some extra help at times, 

but there were several other children in the classroom that 

she considered to be more at-risk of school failure then 

Roberto. She thought his good attitude toward school and 
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his willingness to please would help him be successful as he 

progresses through school, but that, he might be vulnerable 

to negative influences as he gets older. Roberto's mother 

felt he was doing quite well in school, better than either 

of his older brothers who were both participating in the LD 

program. Roberto's younger sister seemed to be doing 

average work as a first grader. Roberto seemed to feel he 

was doing well in most areas. 
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Jason 

Jason's birthdate of August 7, 1980, made him one of 

the youngest students enrolling in kindergarten for the 

1985-86 school year. He was the middle child in his family, 

having an older brother and a younger sister. Jason's 

father worked full-time for the railroad as a trainman, 

travelling throughout the state on an irregular schedule. 

In addition to that job, both parents worked in their own 

business. They made and marketed custom bumpers and trailer 

hitches. They operated a retail store until Jason's year in 

third grade. At that time, they closed the retail store, 

but continued to market some items from their home. Jason's 

father worked many hours with the business when he was in 

town and Jason's mother worked there full-time, often 

picking the children up from the childcare center at 6:.00 

P.M. 

Before Jason started kindergarten, his mother completed 

a form used by parents to request a specific classroom 

assignment. She requested that her son be placed in a 

classroom where he would not be pressured to participate in 

all activities. She noted that she would prefer a morning 

kindergarten session because Jason had been diagnosed as 

Learning Disabled and would do better with that arrangement. 

He was assigned to a morning session. Personnel at the 

elementary school requested that Mom bring in copies of his 

previous testing. Jason's mother provided copies of two 



evaluations done during his preschool years. He had been 

evaluated in November of 1982 by a psychologist. That 

report indicated "observable abnormalities in his speech 

development which might lead to behavioral frustration." 

Suggestions for structuring the home environment and 

techniques for positive reinforcement of appropriate 

behaviors were offered. 
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During the interview with Jason's parents, they 

recalled a suggestion being made to have a dentist fit Jason 

for two false teeth to replace the two front baby teeth that 

were missing. Jason's two upper front baby teeth had 

probably been damaged when he was quite young, possibly from 

bumping them on something. They turned black and had to be 

removed. Jason's parents thought a speech consultant, 

working with the psychologist, was the one who suggested 

that the absence of the front teeth might be contributing to 

his speech problems. His parents pursued replacement of the 

teeth only to have them knocked out a week after Jason got 

them when he fell on a step leading into the house. 

Ja~on had also been evaluated by a medical doctor in 

July of 1983, shortly before his third birthday. The copy 

of the doctor's report indicated that Jason's primary 

problem was delayed speech development, particularly in the 

areas of syntax utilization and comprehension of subtle non

directive terms. A second area of concern noted was that 

Jason was very fearful. The doctor wrote that many of 
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Jason's fears were fantasized, but some were related to real 

life experiences. The report went on to state that Jason 

was "continually accident prone throughout childhood. There 

is a strong history on the maternal side of the family of 

similar difficulties. There is an extremely strong family 

history of reading disabilities: mother, maternal uncle, 

and maternal grandfather." 

Kindergarten. 1985-86 

Jason had problems with behavior almost immediately 

after school began. His kindergarten teacher sent a note 

home during the first week of school because he was having 

difficulty following classroom rules, particularly when it 

came to keeping his hands and feet to himself. Jason had a 

tendency to react to situations physically. His mother also 

had received complaints from the childcare center where he 

stayed after school. Jason's mother was very concerned 

about Jason's behavior and supportive of the consequences 

applied at school and said she would also "take action" at 

home. The kindergarten teacher and Jason's mother 

maintained frequent communication throughout the year. 

Jason was placed in a kindergarten readiness group 

instead of a reading readiness group to help him develop 

language skills. This group was taught by the remedial 

reading teacher for twenty minutes daily and focused on oral 

language, listening skills, and building concepts and 
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vocabulary. The remedial teacher remembered Jason as being 

very active physically. He had difficulty sitting in a 

chair for even a brief period of time. He was very easily 

distracted and frequently distracted other children from the 

lesson. 

Early in the kindergarten year his classroom teacher 

completed a behavior rating scale on Jason. It was noted 

that he consistently exhibited a short attention span, over

active, uncontrolled, impulsive behavior, little self

control, loud voice when speaking, no interest in school 

activities, poor manual manipulation, and a lack of respect 

for others. Jason's teacher expressed concern about his 

small motor skill development and his distractibility. He 

had difficulty using pencils, crayons and scissors. By the 

end of the second quarter in kindergarten, Jason was 

verbalizing more in class and had learned to print his first 

name. His teacher noted on his report card, "He does need 

help recognizing his numerals and on his counting. He still 

rushes through his work and is not careful." 

By the end of the third quarter, his teacher wrote, 

"Jason has been working hard. He ·has progressed in counting 

and handwriting. He is still below kindergarten level in 

reading and does not appear to be ready with the skills 

required for pre-reading. He is adjusting to classroom 

procedures." 

'Jason's kindergarten teacher felt he had made good 
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progress during the year. She maintained frequent 

communication with Jason's mother and found her to be very 

concerned and supportive. Jason's mother had talked to the 

teacher about her own difficulties learning to read and 

tried to work with him at home. The decision to have Jason 

repeat kindergarten was made by the teacher and the parents. 

Jason was placed in the pre-first grade program when the 

availability of the program became a certainty. 

Special Education Services 

Jason was identified as a student to evaluate 

completely when the annual screening for speech/language 

occurred. His mother signed the permission for a full 

evaluation in early September of 1985. "A Multi-Disciplinary 

Conference (MDC) was held in October to review the results 

of testing for problems related to language. Jason's 

teacher commented that he was quiet in class and did not 

participate very much. He seemed to pay attention, but did 

not interact verbally with his classmates except on rare 

occasions. According to the results on the evaluation 

measures used, Jason did not qualify for language therapy at 

that time. The Test of Language Development was the only 

test administered because of Jason's age and short attention 

span, but a recommendation was made to reevaluate him the 

following year if problems persisted. 

The following year Jason was assigned to the pre-first 
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grade program. His teacher referred him for a language 

evaluation, having noted previous testing in his cumulative 

files. She had observed "poor sentence structure." An 

example of his speech was noted on the referral form: "Her 

has a new toy." In the section on the referral form for 

appropriate strengths it was noted, "Jason shows a lot of 

imagination and detail when playing and drawing." 

The Child ~tudy Team recommended another language 

evaluation. Permission for testing was given by Jason's 

mother. Once again, he did not qualify for language 

therapy. 

In April of his year in pre-first grade, Jason was 

again referred to the Child Study Team by his teacher, this 

time because he was having a great deal of difficulty 

learning to read. He seemed unable to remember many sounds 

of letters and even when he did know the sounds of some of 

the letters, he had trouble sequencing the letters and 

blending them into words. When attempting to sound out 

words phonetically, he could not remember the first sound by 

the time he got to the end of the word. 

The Child Study Team met to discuss Jason's case. The 

form recording the results of the meeting indicated that he 

was "socially aggressive with peers, distractible, had a 

short attention span, and was very talkative in class. [It 

is] hard to tell if poor work habits are behavioral or due 

to learning disabilities." It was decided to test Jason for 
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a learning disability at the beginning of the following 

school year. In the fall of 1987, Jason was evaluated and 

qualified for Learning Disabilities Resource instruction in 

reading and written language. Memory and concentration 

problems were noted, as was a delay in fine motor skills. 

Jason's mother completed a developmental history form 

in the fall of 1987 as a part of the complete psychological 

evaluation. She noted that Jason seemed to learn more 

slowly than others and his speech was hard to understand 

when he was a younger child. Mom noted that Jason had 

fallen off a kitchen counter into some broken glass and had 

to have skin grafts to repair the damage, leaving scars on 

his face. Other children sometimes teased him by calling 

him Scar Face or Frankenstein. 

Jason had a history of allergies and ear infections 

along with normal childhood illnesses. His mother described 

him as a child who is susceptible to accidents and injuries. 

He walked and talked in his sleep and was very impulsive in 

his behavior. Mother was concerned because Jason had 

difficulties interacting with other children and problems 

with concentration. 

Jason's performance on intelligence tests was within 

the average range in general cognitive ability. Both 

language and visual motor skills were within the average 

range. Jason scored above average on tasks involving common 

sense awareness and abstract thinking skills. He showed a 
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definite pattern of having concentration and memory 

problems. His fine motor skills appeared to be delayed. 

Jason was eligible for the support services of the Learning 

Disabilities Program in reading and written language. He 

began to receive support services for 25 minutes daily in 

September of his year in regular first grade, and continued 

to receive support services throughout his early years in 

school. 

At the time of the MDe in October, 1987, Jason's 

pediatrician was considering prescribing Ritalin to help him 

control his behavior, but wanted more information from the 

parents and school personnel. According to the health 

center records, Jason began taking Ritalin in October, 1987, 

and continued to take the medication for almost two years. 

His parents became concerned about long term effects of the 

medication and felt he was more aggressive in his behaviors 

when he "was coming off the dosage" during the evenings at 

home, so medication was discontinued. 

During the time Jason was on Ritalin, school personnel 

were concerned about the regularity with which it was 

administered. Originally, he was to take a dose before 

coming to school and another dose at lunch time. As he did 

not seem to take the early morning dose consistently, 

arrangements w(;~re made to have him take the medication at 

school each day. 

Jason's LD Resource teacher believed his impulse 
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control was significantly better while on regular 

medication. His first grade teacher was uncertain about the 

benefits of the medication; she felt it might have helped 

him control his behavior "somewhat." Jason's second grade 

teacher, however, thought the medication made a noticeable 

improvement in his behavior. When Jason started second 

grade, he had been off Ritalin for the summer and had not 

resumed any type of medication. Someone mentioned to the 

teacher that he had been taking the medication the previous 

year. When the teacher contacted Jason's mother and asked 

her about it, Jason's mother responded that they wanted to 

see how he did in school without medication. The decision 

subsequently was made to resume Ritalin therapy. After the 

dosage was adjusted a time or two, the teacher observed "a 

difference in how well he would attend to what.we were 

doing." Jason's parents again decided to take him off the 

medication after he completed second grade, and he did not 

resume taking it during his year in third grade. 

Pre-first Grade, 1986-87 

Jason had difficulty learning to read. His teacher 

tried different instructional methods and techniques, but 

during the second semester of the year Jason began to lag 

behind his classmates in the developmental program. He 

needed extensive repetition and practice to learn the sounds 

of letters. At that time, his teacher referred him to the 
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child study team for a special education evaluation. As was 

mentioned in the previous section, Jason qualified as 

learning disabled in the areas of reading and written 

language and began receiving support services the next year. 

Jason's progress in math was steady, indicated by "A's" and 

"B's" on his report card. However, he was considered "below 

grade level" in all academic areas. 

Jason's grades in physical education fluctuated from 

one grading period to the next, influenced by his behavior 

in the class. Music class was often a problem for Jason. 

His grades on his report card for the first three marking 

periods were "C's" but he received an "F" in the final 

marking period of the year. 

At the end of the first quarter Jason's classroom 

teacher wrote, "Jason has improved a great deal in his 

behavior and work habits. He has a talkative, active nature 

and usually controls it some. He gets down to work and 

completes his papers well because he doesn't like finishing 

them at recess. Jason is keeping up with the work in our 

class." 

By the mid-point of the year the teacher wrote, "Jason 

is continuing to work on his self-control. He has been 

responsible about finishing work and more cooperative in 

class. He is struggling to keep up in reading. Paying 

better attention would help. He needs to work on counting 

in math (10-100)." 
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At the end of the third quarter the teacher noted: 

Jason continues to do his work in a responsible 
way. He does well on pencil and paper tasks as he 
has good fine motor coordination. He has improved 
a great deal in reading since receiving his mid
term progress report. He is still struggling and 
needs to continue working hard. He also needs to 
work on his behavior which has slipped this 
quarter. 

Jason's behavior grades reflected difficulties in self

control, following school rules and cooperating with others. 

Jason's teacher' remembered him as being a very physical boy, 

frequently ending up in a fight, stepping on somebody, 

tripping them, or punching them. If things did not go his 

way, he would frequently resort to physical aggression, and 

yet did not seem to be particularly angry. He seemed to 

respond impulsively. Jason was constantly in motion in the 

classroom and it was very difficult to keep him on task. He 

was easily distracted and would distract other children from 

the activity in which they were involved. The teacher 

reported that she has never seen such a hyperactive student 

in her teaching career. 

When interviewed, the teacher remembered having the 

impression that Jason's language concepts were not well 

developed. He seemed to have difficulty explaining his 

thoughts and expressing himself. This may have contributed 

to a low tolerance for frustration in social situations. 

Each afternoon the teacher provided activities in 

centers for the children to have opportunities to interact 
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with each other, verbally and socially. Jason seemed to 

prefer to play with the blocks over any of the other choices 

and would build a wide variety of imaginative things. His 

gross motor skills seemed to be average but his fine motor 

skills seemed to be less well developed. His writing seemed 

to be very messy, she recalled. There were times, though, 

when he would do well on paper and pencil tasks. 

The former principal of the school recalled a play

ground incident involving Jason and a couple of classmates, 

one of them being Wayne, another child included in this 

research project. The boys had been imitating characters 

from a popular movie and were battling each other very 

realistically. The playground aides sent them to the 

principal to sort out the problem. All three boys had 

sufficient difficulty expressing themselves verbally that 

the principal spent some time figuring out what had 

transpired. 

By the end of the year, Jason's teacher commented on 

the report card, "Thank you for your interest in Jason's 

progre~s. He has improved in math and reading this year. 

Keep him reading over the summer." He was assigned to a 

regular first grade classroom for the following year. 

First Grade, 1987-88 

Class sizes during Jason's regular first grade school 

year were somewhat higher than usual, with 28 or 29 students 
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assigned to each teacher, twice as many students as Jason's 

pre-first grade the previous year. It is likely that the 

students coming from the pre-first grade program were 

affected by the adjustments required. 

Jason's first grade teacher remembered him as being "a 

very, very active child. Active, but controllable." He was 

"very spontaneous and would act out impulsively, but we got 

along very well and had a good year." Other staff members 

had made negative comments about Jason to the first grade 

teacher at the beginning of the school year. The first 

grade teacher felt this was unfortunate, but believed she 

did not let their comments affect her attitude toward Jason 

adversely. 

The first grade teacher used a great deal of positive 

reinforcement and encouragement with all her students. She 

organized her classroom in table groups and used peer 

pressure to help motivate the children to follow classroom 

rules. Students could earn stars and stickers which could 

be accumulated toward special treats or privileges. She 

appeared to be very calm, soft-spoken and consistent in her 

expectations for classroom behavior. Jason responded well 

to this system. When he did misbehave, he seemed to accept 

the consequence without getting angry and would often 

apologize for his inappropriate behavior. The first grade 

teacher characterized Jason as not misbehaving deliberately, 

but often acting on impulse, without thinking about the 
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results of his actions. 

Jason's teacher recalled him having trouble with 

coordination. He had difficulty with handwriting and 

cutting; it was hard for him to be neat on paper, and he 

fell down frequently. She remembered Jason's doctor said to 

watch his coordination because if his difficulties 

increased, his dosage of Ritalin would need to be adjusted. 

Jason entered first grade reading at a readiness level. 

This was considered to be "below grade level" and was marked 

accordingly on his report card. He received reading 

instruction both in the regular classroom and from the 

remedial reading teacher, "a double dose", to bring him up 

to grade level. When he qualified for LD services, he began 

to see the LD teacher instead of the remedial reading 

teacher. At that time, the three teachers agreed that Jason 

needed a more individualized program than the remedial 

teacher was able to provide and he should not be pulled out 

of the regular classroom at two different times for 

different reading groups. Jason's parents made arrangements 

for him to be tutored two afternoons a week by a teacher 

after school because they were so'concerned about his 

difficulties with reading. 

Jason's report card reflected liB's" and "C's" in 

reading, phonics, spelling, English/grammar, and penmanship. 

He received "C's" in language arts effort. Math appeared to 

be an area of strength, with all "A's" and one "B." Music 
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and PE grades were consistent with "B's" each marking 

period. Jason's conduct grades indicated difficulties in 

self-control and following school rules. He seemed to be 

involved in many conflicts on the playground, yet his 

teacher stated, "Everyone seemed to like him. He had a very 

kind heart." 

The first grade teacher and the LD Resource teacher 

both recalled an incident in which Jason managed to 

accumulate a great deal of candy in his desk. Jason figured 

out a system for helping himself to the candy kept by the LD 

teacher in her classroom adjacent to the library. At lunch 

time each day, Jason was to go to the health center and take 

his Ritalin. He would go through the library, which was 

open for student access, detour into the empty LD classroom 

while the teacher was having lunch elsewhere, and help 

himself to the supply of candy she kept available to reward 

students for hard work and/or appropriate behavior. Jason 

almost always wore pants or shorts with pockets and put them 

to good use. The classroom teacher noticed Jason eating 

candy a time or two and he assured her that he had earned it 

for working hard in the resource classroom. 

This scheme continued for some time, until the resource 

teacher happened to comment that her supply of candy seemed 

to disappear quickly. The first grade teacher mentioned 

Jason's frequent consumption of candy and checked his desk 

in the classroom. There she found a hefty stash of candy 
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that was exactly the same brand as that purchased by the 

resource teacher. The teachers confronted Jason, who 

admitted to helping himself. He was required to alter his 

route to the health center and no further unexplained candy 

disappearances were noted. 

At the end of the first quarter in first grade, Jason's 

teacher wrote, "Jason's attitude has improved and he is 

learning self-control. I am pleased with his progress, 

however, he remains below grade level in reading." other 

comments on his first grade report card indicated that Jason 

continued to improve in self-control. He did not always 

remember to bring in his spelling homework, which caused his 

grade to be lowered in "accepts responsibility." At the 

end of the year, his first grade teacher recommended that 

Jason continue to work with a tutor for additional help with 

reading. 

Second Grade. 1988-89 

Jason continued to have reading instruction in the 

regular classroom and with the LD Resource teacher. His 

classroom teacher used the district-adopted basal which 

relied heavily on a phonetic approach. Jason was in the 

lowest ability group of the four reading groups in the grade 

level. He began the year in a first grade reader. By the 

end of the year his teacher thought he was probably a good 

solid first grade reader or maybe a few months into second 
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grade, but she believed he never really caught up with the 

rest of the group. During this time, Jason also received 

some reading instruction from the LD teacher who worked with 

him using a sight word approach. The classroom teacher 

recalled that the children who qualified for LD services 

were getting extra help several times a week at first, but 

the time was cut back to two half hour periods in a week. 

She stated, "Jason needed more help than that. He needed 

more help and he just wasn't getting it." 

Reading continued to be Jason's greatest area of 

academic difficulty. In the middle of second semester, it 

was decided to have him participate in the remedial pUll-out 

program instead of the classroom reading group. The 

remedial group was much smaller and provided more individual 

attention for Jason. It was felt that Jason might pay 

attention better in the smaller group and experience more 

success at an easier level of instruction. He also 

continued to receive supplemental reading instruction in the 

LD program. Jason's grade went from a "0" in grade level 

material at the end of the third quarter to a "B" in "below 

grade level" material during the final grading period. 

Jason was again marked "below grade level" for all 

language arts subjects on his report card. His grades in 

reading, English/grammar, penmanship, and spelling reflected 

an increasing gap between his performance and the 

achievement expected in the regular classroom. His grades 
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in these areas were predominantly "C's" with several "D's" 

and a couple of "F's." Jason's second grade teacher 

recalled his difficulty with written spelling tests. She 

adjusted the spelling list to half the number of words other 

second grade students were expected to learn and he still 

missed most of the words. Toward the end of the year, the 

classroom teacher began to have Jason take an oral spelling 

test instead of a written one and he did much better. The 

teacher lamented, "If somebody would have just told me that 

in the beginning [of the school year] instead of just 

letting me figure it out for myself, I would have made the 

change sooner." The teacher remarked that she shared her 

insights with Jason's third grade teacher when she found out 

to whom Jason had been assigned for the following year. She 

commented: 

I think what needs to happen for Jason to succeed 
is that the teachers need to from one year to the 
next be presented methods of working with him. I 
just felt like if I could come up with some 
techniques, find ways to bypass whatever the block 
is that makes it hard for him to put things down 
in writing, it would have helped him and it would 
have helped me work with him. 

Math continued to be an area of relative strength, but 

grades in this subject were three "B's" and one "C", in 

contrast to mostly "A's" in first grade. The content areas 

of science and social studies were not graded in second 

grade, but the students did a lot of activities in small 

groups and had many discussions. Jason seemed to enjoy the 



activities and worked well in the groups, but the teacher 

thought he would have struggled if the subjects had been 

graded. 
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Jason received "C's" throughout the year in physical 

education with "D's" and "B's" in general music. Art, not 

graded in previous years, appeared to be an area of strength 

with straight "A's." This grade was based primarily on 

effort. Student conduct was no longer separated into 

different categories and Jason received three "B's" and one 

"A" in this area. His academic effort appeared to be 

consistent each grading period, receiving all "C's." 

Jason's propensity to collect items that did not belong 

to him continued in second grade. He acquired a reputation 

among many, if not all, of his classmates because missing 

items were frequently found in his desk or backpack. At 

times, he would play with the recently acquired item in full 

view of everyone. Each time an incident occurred, Jason was 

required to return the item to its rightful owner and his 

mother was contacted. The teacher reported that Jason's 

mother said that she had been aware of the problem since 

before Jason started school. She did not understand why he 

took things that did not belong to him, especially since he 

had many of the same things already. Jason's mother was 

very concerned about the problem and supportive of the 

actions taken by the school. She usually applied 

consequences for misbehavior at home, in addition to those 
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applied at school. 

The problem seemed to increas~ in severity. Finally, 

his teacher kept him in the classroom to discuss the 

situation while all the other children went to music. She 

recalled: 

I was very definite about the problem and went 
right to the point. I told Jason he was becoming 
known as a thief and no one wanted to be around 
him because they could not trust him. I asked him 
if that was how he wanted to be known. He shed 
some tears and promised to stop stealing. I told 
him he would have to prove to me that he could be 
trusted because he had made promises before and 
had not kept them. Trust must be earned. 

The teacher kept close surveillance on Jason's behavior and 

did not notice the problem again during his year in second 

grade, but it did reappear at the beginning of the following 

. year in third grade. 

Jason's second grade teacher recalled that handwriting 

was another area of difficulty for him. Even when he tried 

very hard and took his time, his efforts produced less than 

satisfactory results. She did not remember him having 

trouble in other tasks requiring good fine motor 

coordination. 

Third Grade, 1989-90 

Jason's third grade teacher recalled four or five 

incidents early in the school year when items belonging to 

others were found in Jason's possession. When something was 

discovered to be missing, other children would report that 
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"Jason did it." At times, he would have the item right out 

in full view on the top of his desk. The teacher caught him 

taking items from her desk a couple of different times. She 

described the way that she handled the incidents was to make 

eye contact and let him know that she knew what he was 

doing. He would respond by returning the item to her desk. 

The third grade teacher recalled an incident involving 

the disappearance of several small toy cars belonging to 

another child. She was quite certain Jason had taken them 

home. She talked to him and told him, "I want the cars 

brought back tomorrow." The cars reappeared the following 

day. 

The teacher made every effort to watch Jason as closely 

as possible without making it an issue in front of the other 

children. She would make sure he could not get into the 

classroom when she was not there or be the last student to 

leave the classroom on any occasion. After the first few 

episodes, the problem seemed to cease, or as the teacher 

suggested, no further occurrences were brought to her 

attention. As Jason was one of 29 stUdents in the class, 

her attention was often directed toward other children. 

Jason's teacher reported that his attitude toward 

school was good in the classroom. He was cooperative and 

enthusiastic about the activities. She indicated, "He might 

get into a squabble but five minutes later he would say, 

'I'm sorry' and apologize over and over and over. That's 



130 

why he has friends, because he can get over something in a 

hurry and he doesn't hold a grudge." 

Even though Jason's behavior in his regular classroom 

was quite manageable, he seemed to have more difficulty with 

behavior in the LD Resource classroom. The resource teacher 

stated: 

I'd love to see him on Ritalin or something that 
would slow him down and take care of the 
aggressive stuff. I think that he just has a 
self-esteem that is going to pot, and it's through 
no fault of his own, and I hate to see it. It 
would be so nice to have after school classes, 
such as art, that he could join, something that he 
is really good at [to build self-esteem]. He 
doesn't need any more structure. Jason will take 
you off in some direction and if you could just 
follow his lead and go in that direction and make 
it a learning experience, I think he would learn 
better. 

Jason also seemed to be involved in frequent fights on 

the playground. One playground referral was the result of 

him kicking sand into another student's miniature computer 

game. Jason had to pay for replacement of the toy. Another 

time, Jason broke a classmate's recorder by hitting it with 

his own and causing it to fallon the cement and shatter. 

Again, ,Jason had to pay for a replacement from his 

allowance. In a separate incident, Jason went into the 

boys' bathroom and stuffed toilet paper and paper towels 

into a commode, causing it to overflow and flood the room. 

Jason had several referrals for inappropriate and/or 

dangerous behavior on the school bus. A couple of the 

referrals were the result of confrontations between Jason 
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and his older brother in which punches were usually 

exchanged. The bus driver reported that Jason was 

constantly standing in the aisle when the bus was in motion. 

When the brakes were applied, he would be propelled forward 

until he reached the door of the bus. The bus driver 

attempted to explain to him the dangers involved and the 

rules for safe conduct on the bus, but he would start 

talking loudly or walk away from her. At one point, Jason 

was threatened with the loss of the privilege of riding the 

bus. His parents said they would cooperate if bus 

privileges were denied and would take away privileges at 

home because of his behavior. 

The assistant principal handled many of the behavior 

problems and became well acquainted with Jason during the 

course of the year. He commented, "I don't really see him 

as deliberately malicious. He seems like a youngster who 

just cannot control himself. He is very, very anxious to 

please, an all around nice kid except for these impulses to 

do things that he should not do." Each time Jason's parents 

were contacted, they were supportive of the actions taken by 

school personnel. 

The third grade teacher remembered that early in the 

fall Jason's mother had voiced her concerns about his 

readiness for third grade. Jason's mother felt he would not 

do well in third grade and wondered if he should repeat 

second grade. The teacher recalled stressing the importance 
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of keeping him in third grade and giving him lots of 

individual help. The teacher knew Jason had been in the 

developmental first grade and was a year older than many 

students. She expressed her misgivings about the benefits 

of retention, especially a second retention while in 

elementary school. 

Jason's mother seemed particularly concerned about 

spelling, social studies and science. She was willing to 

work with him at home and did a great deal to help him by 

reading the textbooks to him and reviewing material for 

tests. The teacher would read the items to Jason and give 

him additional encouragement when taking a test. Even with 

~he extra help, Jason's report card grades in these subjects 

ranged from two "B's" to an "F", with a high frequency of 

"D's." Jason's mother reported helping him with his 

spelling almost every night, but his teacher thought he did 

most of it on his own. He received two "A's", a "B" and a 

"e" on his report card in this subject. 

Jason went to the LO Resource teacher for his reading 

instruction. His report card reflected three "A's" and one 

"B" using Reading Mastery materia'ls. This material was 

considered "below grade level" for third grade. Even with 

his difficulties in reading, Jason frequently volunteered to 

read aloud in his regular classroom. His teacher commented 

that he would be so anxious to read orally that she would 

try to call upon him when the text was relatively easy. 
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Even at those times she would need to help him with almost 

every word, but he did not get discouraged from continuing 

to volunteer. 

Math was an area of relative strength for Jason until 

the class began working on fractions and measurement. His 

teacher believed the more abstract concepts were difficult 

for him to grasp. He also had difficulty with multipli

cation, particularly with memorizing the multiplication 

facts. His teacher reported he would memorize a set of 

facts, take the test, and forget them completely the 

following week. The teacher gave him a card with all of the 

multiplication facts written out to use when the class did 

math, which seemed to help. 

Jason's mother stated that telling time was another 

area of difficulty for Jason. She stated, "He could care 

less about clocks. Time doesn't matter to him, and that is 

where he flubbed up." Jason did well with regrouping for 

addition and subtraction at the time the class was working 

on those computations regularly, but his teacher expressed 

the concern that he might not remember how to borrow or 

carry after not practicing the procedures for several weeks. 

Third Grade Classroom Observation 

The children walked into the classroom and sat down at 

their assigned desks. Jason's desk was toward the back of 

the room. He sat down in his chair and took a spiral bound 
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notebook out of his desk. This notebook was used for 

copying the daily review activities from the chalkboard. 

Each student was expected to copy the exercises in their own 

notebook and correct them while the class went over them 

after the opening exercises had been completed. 

Most of the other children copied the items from the 

chalkboard, but Jason played with a bracelet, putting it 

into the spiraled wires on his notebook. He continued to 

play with the bracelet for a few minutes, as the classroom 

teacher was taking attendance, lunch count and completing 

other routine tasks. She glanced at Jason and asked him if 

he had finished copying the work from the chalkboard. He 

responded by shaking his head, indicating he had not, and 

promptly opened his notebook, picked up his pencil and began 

to write. 

Jason wrote on two lines in his notebook and then 

picked up the bracelet and put it on his right wrist. He 

poked his pencil under the bracelet and moved it back and 

forth on his forearm. He continued to play with the 

bracelet while books purchased by students were handed out. 

He received a book that he must have ordered, set it to one 

side of his desk and continued to play with his pencil and 

the bracelet while the class went over the review exercises. 

Jason did not appear to pay attention to any part of the 

discussion. 

The teacher asked the children to put their notebooks 
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in their desks and get ready to listen to directions for a 

math review lesson. Jason asked a question out loud without 

raising his hand. A student sitting near him whispered the 

answer to him. By this time the students had each been 

given a sheet of lined paper and were directed to number the 

lines from 1 to 58. Jason wrote a couple of numbers on his 

paper and began to roll his pencil across the top of his 

desk. The pencil rolled off the top of the desk and fell 

onto the floor, rolling under the desk. Jason placed his 

foot on top of the pencil and scooted it out from under the 

desk and picked it up. He started numbering his paper 

again, after borrowing an eraser from another student and 

using it to erase something on his paper. The teacher asked 

everyone to put up their study carrels. (The stUdents would 

be using the carrels during the ITBS testing and the teacher 

wanted them to get used to them ahead of time.) Jason did 

not get his out. 

Jason dropped his pencil again, and stooped to pick it 

up. He whispered something to the girl seated to his right. 

He appeared to write a couple of numbers on his paper and 

dropped his pencil for the third time. He picked up the 

book he had placed on his desk and began to examine it, 

holding it below the level of the top of his desk, 

apparently trying to keep it where the teacher could not see 

it. 

The teacher was standing at the chalkboard explaining 
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the math exercises while Jason was looking at the book he 

had gotten earlier. Jason put the book down and wrote a few 

more numbers on his paper, then he appeared to be making 

pencil marks on the top of his desk. He held his pencil up 

to his face and seemed to be stroking his face with the 

pencil. Then he wrote a couple more numbers on his paper. 

Meanwhile, the other students had started doing the math 

problems in the packet the teacher had given them. 

The teacher was walking around the room checking to see 

how individual students were doing. As she got closer to 

Jason, be started doing the first problems. He said to the 

teacher, "I messed up." The teacher helped him renumber his 

paper and told him to do the best he could. She asked him 

where his carrel was and he got it out of his desk and 

propped it up around his packet and answer sheet. As she 

turned toward another student, Jason seemed to continue the 

math problems for a couple of minutes. Then he dropped his 

pencil and it bounced on the carpeting. He gazed around the 

room, yawned, and stretched his arms into the air. He had 

answered six multiple choice problems. 

Jason rubbed his eyes and nose. He seemed to be 

congested. He stretched again and moved the bracelet up his 

arm, over his wrist and off his hand. He used his pencil to 

jab at the study carrel and rearranged it. His nametag was 

propped up on a block of wood; he picked up the nametag and 

wrote on it with his pencil. He erased what he had written 
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on the nametag and wrote something else. He put the nametag 

back in its holder and said something to the girl sitting 

across from pim. He picked up the nametag again and folded 

it in half. The teacher directed the students to put their 

study carrels away. Jason did not do so at first, until he 

saw that everyone else no longer had them out. Then he put 

his into his desk. 

The class began to discuss the math exercises. Jason 

was still playing with his nametag. The teacher called on 

him to answer a question, cluing him as to which one they 

were on. The question had to do with time and Jason 

responded correctly after referring to his answer sheet. 

While his classmates continued to go over the problems, 

Jason dropped his pencil and used another one to erase marks 

on his nametag. He turned the pencil point toward the 

nametag and poked a hole in the tag, making a spinner out of 

it. He placed his hands together with the nametag between 

them. When he did this, the pencil slipped out and fell on 

the floor. Jason put the nametag down and picked up his 

lunch ticket, then reached under his desk and retrieved the 

two pencils. He put them on his desk and rolled them 

around. 

Jason continued to play with one thing or another. He 

was in constant motion in his chair, squirming from side to 

side, changing positions, tapping his feet, or crossing and 

uncrossing his legs. He did not seem to follow the math 
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discussion at any time. 

The next activity involved making a pictograph for 

social studies. Jason continued to play with everything on 

his desk. From time to time, he would make a mark on his 

pictograph. He appeared to focus his attention 

appropriately only when the teacher came near his desk. She 

directed Jason's attention to the worksheet and helped him 

fill in part of it. After finishing the pictographs, the 

class lined up at the door and walked across the courtyard 

to the cafeteria for a class in physical education, taught 

by another teacher. 

During the thirty minute PE class, Jason received 

several reminders from the teacher to follow directions. 

One activity involved jumping rope. Jason seemed to have 

difficulty jumping steadily; he tried to jump, lifting both 

feet simultaneously, but kept tripping on the rope. Then he 

tried stepping over the rope with one foot at a time, 

resembling a walking movement. He was able to do this a few 

times before stepping on the rope. He took turns with his 

partner as directed. 

The next game involved using a paddle and a ball, 

bouncing the ball into the air. Jason's ball went flying 

all around the cafeteria with him in rapid pursuit. Another 

student appeared to scold him when Jason got in his way 

while chasing the ball. At one point, Jason put the small 

rubber ball into his mouth and showed it to other stUdents. 
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At another time, he dove onto the floor to retrieve the ball 

as it rolled across the tiled area. 

Jason seemed to become more and more excited and less 

in control of his actions as the class continued. He began 

to shout loudly from time to time. The teacher reminded him 

of the rules a couple of different times. When this 

happened, Jason seemed to settle down a little, but not for 

long. By the end of the class, Jason seemed to be out of 

breath. When the class formed a line to get drinks and 

return to their classroom, he was still in constant motion, 

but more in control. He took a long drink of water and 

walked back to the classroom. 

Interview with Jason 

Jason was cooperative and seemed comfortable during the 

interview. He sat in a chair facing the interviewer, but 

was in constant motion, moving his hands, feet, and whole 

body. He was easily distracted by any noise or movement in 

the room or by the muted sounds that could be heard from 

adjoining classrooms. He answered most questions with short 

answers, often a single word response. It was very 

difficult to establish a conversational flow as he required 

frequent probes from the interviewer to elaborate on his 

responses. Even then, his verbalizations were very brief. 

Jason stated that his best subject was spelling, but he 

disliked social studies because it was so hard. When he 
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described what he would like a "good teacher" to do, he was 

adamant that she would not require him to do social studies, 

but would have the students do lots of spelling and give 

them lots of free time to play games. Jason commented that 

he did not like music class at all, and PE class was not 

much better. He thought singing was "stupid." 

When asked how he thought his teacher felt about him, 

he responded, "I'm a nice little kid." He said he knew she 

thought that about him because she told him. Jason said he 

enjoyed playing basketball on the playground and played 

outdoors with a friend after school. He said he would like 

to be a forest ranger when he grows up and asked, "Do they 

get paid a lot?" He said his older brother wanted to be a 

fireman because they get paid a lot. 

Jason stated that his year in third grade ~as his best 

year in school, but he would rather be in fourth grade 

because he had friends who were in fourth grade and said it 

was a lot of fun because they went on three field trips and 

played a lot of games in class. Jason had only been on one 

field trip so far in third grade and thought that was 

"boring." He commented that he thought his year in regular 

first grade was his worst year in school because he did not 

know how to do spelling and English. Jason thought he got 

better in spelling because he studied his spelling words 

with the LD resource teacher. 
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Table 3: Summation of Jason's Report Card Grades 

Grades Reported for eacQ Quarter 

Pre-first First Second Third 

** Grade Grade Grade Grade 

* * * * * * * R LD R R 
Readinq B.B.B.C B1CIB,C C.C,D.B A,A,A,B 

Not Not 
Phonics A,A,C,C C.C.C.B Graded Graded 

Not 
Enqlish Graded NG.B.B.B C C.D.C D C.C.C 

Modified 
Spellinq NG,B,C NG,B,D,C D.F.D.F C,A,A.B 

Handwritinq A,B,B,B C,C,C,C B.C.C,D D.D,D,D 

Mathematics A,A,SJ.B A,A,A,B B,B,C,B CI.CID~C 
Not Not Not 

Social Studies Graded Graded Graded D.F.B.C 
Not Not Not 

Science/Health Graded Graded Graded D1 .. D1.B-,-D 

Music C.C.C.F C,.C,.C. C o.,D1.B.B C.C.C.C 
Physical 

Education B.A.C.A B.B.B.B C.·C. C. C C.C.B.C 

Conduct Grades B.B.B.A C.D.C.C 
Academic Effort 

Coo.Qerates C.B.D.F C.C.C.C C C.C.C I C.C.C.C 
Included in 

Controls Self C.C.B.F F.C.D.D Conduct 
Observes Included in 

School Rules D.D,D,F D.C,D,C Conduct 
Accepts Incl. in 

Responsibility BIA,BrB C,C,B,A Conduct C,S , B,A 

** Indicates student was considered to be "below grade 
level" in all academic subjects. 

* Indicates grade was based on material that is considered 
to be a few months below the grade level. Instruction was 
delivered by a regular classroom teacher. 

R Indicates grade was determined by the remedial teacher in 
a pullout program, using different instructional 
materials than are used in the regular classroom. This 
is considered to be substantially "below grade level." 

LD Indicates grade was based on work done in the resource 
classroom. 
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Table 4: Jason's Achievement on Standardized Tests 

IOWA TEST OF BASIC SKILLS 

Scores reported in percentiles 

Pre-first First Second Third 
Grade Grade Grade Grade 

Not 
Listeninq 12 70 68 Tested 

Not 
Word Analysis 11 52 16 Tested 

VocabularY 1 38 2 20 

Readinq 26 43 5 2 

Spellinq 18 47 4 5 

Capitalization 16 70 26 1 

Punctuation 11 55 42 6 

Lanquaqe Usaqe 27 80 35 4 

Lanquaqe Total 7 72 22 1 
Not 

Math Conceots 6 65 Available 1 
Not 

Math Problems 7 81 Available 3 
Math 

Computation 10 59 22 3 
Not 

Math Total 5 75 Available 1 
Basic Skills Not 

Composite 7 49 Available 1 

other Teachers' Perceptions of Jason 

The physical education teacher reported having some 

difficulties with Jason during classes, because he did not 

always follow directions and would get carried away when 

playing many of the games. The teacher thought Jason liked 

the class, but seemed to have more energy and more 
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difficulty controlling his energy than most students. He 

had required Jason to sit out of the activities a few times 

because of his behavior. He thought Jason had improved 

since the beginning of the year. 

The musi~ teacher had worked with Jason for the last 

four years. She remembered him as being "a real behavior 

problem at the beginning of his year in the pre-first grade. 

He did a lot of acting out, attention seeking, bothering his 

neighbors, and not focusing on what the class was supposed 

to be doing." The music teacher felt Jason had gotten much 

better at controlling himself in the last two years. He 

used to have loud outbursts in class but now seemed to be 

very withdrawn and did not participate in most of the 

activities. He often seemed "to be in his own little 

world." While sometimes he would talk during class, he 

usually did not bother other children. 

The third graders were working on a musical and Jason 

was not participating much at all. The music teacher 

suspected that her class was not Jason's favorite subject, 

but was not certain how he felt about it. She thought he 

might feel intimidated or embarrassed when singing, but he 

did seem to enjoy playing the instruments. When called upon 

to play his recorder alone, he could do so but usually did 

not participate when the whole class played songs. He 

followed the rules in class most of the time, but did not 

put forth much effort. When asked how Jason seemed to fit 
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in with other third graders in terms of maturity, the 

teacher said, "He strikes me as fitting right in with the 

third grade. I don't see him as being a year older at all." 

Health and School Attendance 

Jason's school attendance was quite regular. He missed 

between five and nine days each year except during his year 

in second grade. That year he was absent fourteen and a 

half days. Health center records documented 49 visits for 

various cuts, scrapes, bumps, and nose bleeds during Jason's 

years in school. The vast majority of these injuries 

occurred on the playground. Jason did visit the center with 

complaints of a stomachache from time to time. There seemed 

to be no noticeable pattern to his visits. 

Health center records indicated that Jason passed his 

vision and hearing screenings annually. After his 

kindergarten year, his height and weight measurements placed 

him within the low average range for his age group. At that 

time he was in the 25th percentile for height, making him 

one of the shortest children in his class. This is not 

surprising, given his birthdate. 

Jason's parents reported that he seemed to be quite 

healthy during his early years, although they did recall 

some problems with allergies and ear infections. He did 

experience a number of infections when he was 4-6 years old. 

His mother recalled, "Nobody ever knew why Jason got 
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infections. He would just start swelling up. His glands 

would swell and he'd swell under his arms. He doesn't catch 

hardly any colds, but for some reason he would get sick. 

The doctor would put him on an antibiotic to fight it ... 

Jason's mother felt he was unusually clumsy and 

accident prone. She had a similar problem and believed that 

Jason got it from her. However, Jason's father responded 

that Jason was not any less coordinated than other children, 

and he did not see it as a problem. 

Interview with Jason's Parents 

Jason's family lived in an older home on several acres 

in the foothills. The area surrounding the house was 

natural desert vegetation except for the sections in which 

the shop and supplies for the business were located. For 

many years there were hardly any young children in the area 

until some trailer houses were installed. As a preschooler, 

Jason played with his brother, sister and one other child. 

His mother said he had always been very active, enjoying 

outdoor activities, such as digging holes, playing with 

trucks and GI Joe's, riding his bike and helping with the 

animals. She suspects he might want to be a truck driver or 

work around vehicles when he is older, as he likes to see 

how things work. Sometimes when his parents were welding or 

running some of the machines in their shop, Jason would put 

on a hard hat and help them. 
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Describing Jason as a preschooler, his mother recalled, 

IIHe could not sit stil1. 11 Jason's father commented, IIHe was 

always good at entertaining himself.1I Jason's mother 

remembered that her two other children had walked earlier 

than Jason did, but he was walking before he was a year old. 

He was not an lIactive talker ll , seeming content to let others 

do most of the talking. 

Both parents remembered Jason having a rough year when 

he was three years old. During that year he fell off the 

counter into some broken glass and cut his face on his 

forehead, eyelid, and down his right cheek. He had to have 

many stitches followed by repeated skin grafts to repair the 

damage. Some scarring is still noticeable. That same year 

Jason knocked out his two front teeth in a fall just one 

week after the dentist had put them in position to replace 

the two baby teeth that had been lost as the result of a 

probable injury when Jason was very young. 

Jason's parents started their business in 1984 and 

IIwent full force into retail in 1985. 11 Jason's father 

commented that this was at the same time Jason started 

school and it was very hard on all three children. He felt 

they missed a lot because they had to go to a childcare 

center until 6:00 most evenings. 

The three children stayed at a childcare center after 

school. Jason's older brother IIgot into trouble every so 

often, and Jason started getting into trouble when he was in 
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second grade." Jason's mother attributed some of Jason's 

problems to the frequent turnover in staff. She commented 

that different workers had different rules and Jason did not 

respond well to all the changes. Sometimes "his mouth would 

get him in trouble dealing with somebody new. They went 

through eight people that I know of in the last two months. 

There was quite a few of them I did not like. I don't blame 

the kids one bit." 

Jason's mother talked about children teasing him by 

calling him Scarface or Frankenstein. When this happens, 

Jason would put up with it "only so long and he'll lay into 

them, finally." A couple of fights at the childcare center 

were caused when someone picked on Jason's friends and he 

stood up for them. Jason's mother related situations in 

which he was protective of a handicapped child or a friend 

who stuttered. He did not like people picking on them and 

would defend them. Jason's mother commented: 

He's still protective of other kids and it's not 
just handicapped kids, it's most everybody. He'll 
stand up for his friends if he feels they are 
being wronged. That don't bug me. I should be 
upset with him for getting in trouble over that, 
but I don't no more, because he has his right to 
feel compassionate for others if a bully is 
picking on them. It's really strange, him being 
so small, but he'll fight them back. 

Jason's mother recalled him having a very short 

attention span in kindergarten. The teacher would have to 

"keep her eye on him" because if he was not interested in 

what the class was doing, he would quit doing his work and 
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do something else. Jason's mother remembered the 

kindergarten teacher telling her that he was just not ready 

for many of the things they were doing in kindergarten. She 

communicated with the kindergarten teacher frequently and 

was not surprised when the teacher told her Jason was not 

ready for first grade because she felt he was not ready 

either; so, they were agreeable to retention in 

kindergarten. 

Jason's father explained that his own birthday fell on 

September 1, and his father had insisted he get into school. 

He had been the youngest student all through school and that 

had been difficult. Because of his own experience, he 

believed it would not hurt Jason to have an extra year to 

mature. Jason's older brother had been retained in 

kindergarten, and both parents were surprised when retention 

was first mentioned by the older brother's kindergarten 

teacher, but felt Jason was less mature as a kindergartener 

than his brother had been. 

Jason's mother recalled meeting with several people at 

the school to discuss the pre-first grade program. The 

principal, remedial teacher and Jason's kindergarten teacher 

attended the conference. She remembered being worried about 

whether or not Jason should be placed in the program, 

because the children would get into some first grade 

curriculum, which she thought might be too hard for her son. 

She stated, "There was no guarantee that those kids would 
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get to go on to second grade. I couldn't see Jason going on 

to second grade, anyway. He just was a real slow learner. 

I just did not feel that he was even going to be able to do 

the first grade work. I was really, really scared about 

that." Looking back on Jason's experience, his mother felt 

very strongly that pre-first grade benefited him and hoped 

the program continued to be available to other children. 

Jason's parents felt he did well in the pre-first 

grade class. Several times during the interview, they 

mentioned that Jason had difficulty adjusting to change. 

They concluded that part of the reason he had a good year in 

the pre-first grade class was because he was in a self

contained classroom and spent most of each day with the same 

teacher. The year Jason had been in kindergarten the 

teachers opened the divider separating the classrooms and 

arranged centers throughout the larger area, using a team 

teaching approach. Jason's parents expressed the belief 

that working with different teachers was harder for Jason 

than it had been for either of their other two children. 

Jason's mother remembered him doing "okay" in regular 

first grade. His teacher would call her or send home papers 

that Jason needed to redo with his younger sister. The 

teacher would go by the kindergarten classroom and give 

notes or papers to Jason's sister so they would get home. 

Jason's parents arranged for Jason and his older brother to 

be tutored in reading twice a week after school during that 
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year. Jason's mother alluded to her frustration at not 

being able to help Jason when he was learning to read 

because she herself had been in special classes for reading 

from the time she was in second grade until seventh grade. 

She had really struggled in school and had not liked it at 

all. She went to summer school and graduated a semester 

early because, "I couldn't stand it up there." 

Jason's mother recalled contacting Jason's pediatrician 

because he was having so much trouble learning to read. She 

was so concerned and felt she could not help him because of 

her own reading problems. According to her, the doctor made 

several calls to the school to get the testing done to get 

more help for Jason. 

When asked how school had been for him, Jason's father 

replied, "I was the kind of guy that would always wait until 

the last minute and skate by." The high school he had 

attended in Texas was relatively small and he thought that 

made it easier on the students. He had attended college but 

did not finish. 

Jason's mother mentioned that Jason learned best by 

hearing but had lots of problems with reading and writing. 

This was especially noticeable when spelling. Jason could 

spell a word out loud, but when he would write it down, it 

just would not come out the way he had spelled it orally. 

Jason's parents felt that all the teachers at the 

school had worked hard with Jason. During Jason's year in 
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third grade, Mom and Dad were able to devote more time to 

helping him at home, particularly in spelling, science, and 

social studies. They felt the year had not started out well 

for Jason, but that he was doing better and feeling better 

about school. 

Jason's mother recounted problems with spelling at the 

first of the year in third grade. The class was doing 

spelling in sentences and short paragraphs instead of word 

lists. Jason's mother had thrown his papers in the garbage, 

not realizing it was something he needed to practice for a 

test. She recalled, "He got 10% or 20% on his first three 

tests. He was not too happy with that." Jason's mother 

felt his poor grades were her fault and wished the spelling 

procedure had been explained to her. This happened before 

the fall open house during which teachers explained the 

classroom procedures and expectations. Jason received a 

ltC-It in spelling on his report card for the first quarter. 

He received two "A's" and a "B" the following grading 

periods. 

Jason's parents saw his year in third grade as probably 

his best year in school, mainly because he was no longer on 

Ritalin. The doctor had originally recommended the 

medication "so he'd stay with what he was supposed to be 

doing, because his attention span just was not there," 

according to Jason's mother. They had not noticed any 

changes in his attention span because he was at school when 
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he took the medication, but they did think he fought more 

with his brother in the evenings and he would get angry and 

break things when he was taking the medication. Mom stated, 

"I wasn't mad at the doctor over the Ritalin. I just told 

him that I wasn't comfortable with it. I threw the 

medication away. Like I say, I heard too many stories on 

that stuff." Jason's father commented, "They teach them to 

say "no" [to drugs] and then they give kids this stuff." 

Jason's parents admitted that he was not an easy child 

to get along with all the time. His father suspected Jason 

might have said something to the PE teacher that made the 

teacher angry. He believed physical education should be for 

exercise and not graded by strict standards. Dad thought 

Jason might have a personality conflict with the teacher, 

contributing to his lower grades in PEe His parents thought 

they should not get involved unless "it was something really 

serious. I mean, he's not flunking so you've got to stay 

out of it." 

Jason's mother said Jason gave the music teacher a 

little trouble every so often by laughing when other 

children sang out of tune. sometimes he would sing when he 

was not supposed to and did other silly things in class. 

Jason's parents expressed concerns about some of the 

educational practices being implemented in the school. They 

felt younger children needed to feel as though they belonged 

[to one teacher] and that changing teachers for different 
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subjects was difficult for many of them. They felt Jason 

was more affected by changes of any kind than were either of 

their other two children. He always got into trouble when 

there was a sUbstitute teacher. 

Jason's mother was vocal about the need to test 

children for special problems earlier. students who were 

not doing well should get more help before they get so far 

behind that they "get down on themselves." One year, 

Jason's older brother was having difficulties in school, 

particularly in reading, and the teacher said he might be 

retained. Both parents were very upset as he had already 

repeated kindergarten. Jason's father stated, "I think 

something is wrong when they want to keep holding them 

back." They remembered being told that Jason's older 

brother could not get extra help from the remedial teacher 

because other children needed help more than he did, yet he 

was not making adequate progress to be promoted to the next 

grade. They paid for a tutor to work with both boys after 

school in an effort to get them the help they needed. 

Jason's, older brother seems to be doing "okay" now, 

according to the parents. 

Summary 

Jason exhibited many behaviors in kindergarten that 

concerned his teachers and may have interfered with his 

learning. He was very active physically and had difficulty 



154 

following procedures in the classroom. His attention span 

was very short. In large group situations, Jason would tend 

to withdraw to the perimeter of the group and "do his own 

thing." He did not verbalize much and when he did, his 

language development seemed to be more like that of a pre

school aged child. Jason was recommended for the pre-first 

grade program primarily because of what were considered 

immature language skills, a lack of reading readiness 

skills, difficulty completing tasks independently, and 

difficulties with fine motor tasks, such as writing with a 

pencil and using scissors with skill. These behaviors were 

attributed to "immaturity" and the notion that Jason would 

develop out of them given additional time. 

As a third grader, Jason continued to exhibit many of 

the same previously described characteristics. When 

compared to other third graders, he had a great deal of 

difficulty sustaining his attention on any single task and 

was rarely still. His vocabulary and use of language was 

still an area of concern, even though he did not qualify for 

special education services. This may have affected his 

reading comprehension and his motivation to read. Jason 

continued to act and react impulsively, especially in social 

situations. He seemed to follow classroom procedures most 

of the time, but would frequently have difficulty 

controlling his actions on the playground and on the school 

bus. Fine motor coordination continued to be a problem for 
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Jason; because handwriting was difficult, he seemed to try 

to avoid tasks involving writing. 

Jason s~emed to fall further and further behind his 

classmates as the years progressed, requiring greater and 

greater modifications in the grade level curriculum. His 

grades in areas involving reading, such as science and 

social studies, were most affected. Jason continued to 

receive services from the LD Resource program, but the gap 

between his ability and his academic achievement appeared to 

be increasing. Examination of Jason's scores on the 

standardized achievement tests indicated a significant drop 

from second grade to third grade, which may have been 

influenced by the absence of medication for hyperactivity. 

Jason's teachers perceived him as a child in need of a 

great deal of extra help and attention. He responded well 

to positive feedback, but must be carefully monitored in all 

situations. He was very definitely considered to be a child 

at-risk of failure in the traditional school setting. In 

contrast to the teacher's view, Jason's parents expressed 

the opinion that he was doing better in school in third 

grade than he had in previous year-s, mainly because he was 

no longer on medication for hyperactivity. 

Jason did not appear to be enthused about any aspect of 

school, but was not uncooperative. He seemed somewhat 

resigned to doing what he was required to do. He seemed to 

enjoy spelling more than anything else, but would much 
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rather play outdoors with his friends. Jason's older 

brother also experienced a great deal of difficulty in 

school. He had been retained in kindergarten and continued 

to struggle, especially in reading. Jason's younger sister 

was also participating in the program for children with 

Learning Disabilities. Her cognitive abilities were the 

highest of the three siblings, falling into the "gifted" 

range, but she, too, struggled with learning to read and was 

highly distractible and had difficulty focusing her 

attention on school related tasks. 
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Wayne 

Wayne was born on July 17, 1980. He was the older of 

two children, the younger being a sister. His father was a 

mail carrier and his mother worked as a cashier at a grocery 

store. Wayne's mother reported that her pregnancy was 

unremarkable, but Wayne was born approximately four weeks 

prematurely with a birth weight of just under six pounds. 

He experienced jaundice for two days shortly after birth. 

Wayne's general health was described by his mother as being 

good throughout his early childhood. She also reported that 

his motor development had been within normal limits, but his 

speech and language development were delayed. 

Wayne's parents were concerned about his development 

from the time he was quite young. When he started walking 

he held both arms in the air and seemed unusually awkward. 

Many of his movements seemed atypical to them, but their 

pediatrician seemed unconcerned when they inquired about 

Wayne's motor development. His parents sought another 

opinion and changed pediatricians when he was just over two 

and a half years old. At that time, they were referred to a 

speech and language clinic because of Wayne's delayed 

language development. 

Special Education Services 

The results of the speech and language evaluation 

indicated that Wayne was functioning within normal limits 
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for fine-motor skills and near normal limits for 

comprehension of language. He demonstrated a significant 

delay in production of language. The clinician stated that 

his articulation skills could not be accurately evaluated 

due to his lack of speech imitation and limited expressive 

language. It was noted that Wayne's production of language 

was significantly delayed and he did not respond to any 

direct questions and generally did not verbalize when 

playing with toys. His language performance was comparable 

to that of a child at approximately 12-18 months of age. 

Wayne was given a complete audiological evaluation which 

ruled out any hearing loss. The clinician recommended short 

term therapy to teach Wayne's parents language facilitation 

techniques and to establish a home program. Wayne and his 

parents attended four sessions of therapy and continued the 

recommended regimen at home. 

Wayne began participating in a play group with other 

children twice a week a couple of months after his initial 

evaluation at the clinic. His mother felt he made 

signifi.cant progress in his language development both at 

school and at home during this time. Seven months later, 

Wayne was seen for a re-evaluation of his speech and 

language skills at the same clinic. The summary of the test 

results stated: 

Wayne has made progress in quantity of verbal 
output; establishing consistent oral-motor-speech 
imitation skills; and general response to 
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modeling. However, he continues to show 
significantly reduced language content, form and 
use parameters complicated by articulation 
deficits. His behavior has also improved, but 
reduced initiation, turn-taking, and use of 
language to maintain social interactions continues 
to be apparent. His parents have actively 
participated in language facilitation training and 
are able to carry-over target goals and 
facilitating strategies at home. 

It should also be noted that Wayne's play with 
toys continues to be somewhat restricted and 
perseverative. 

An audiological re-evaluation was scheduled and 

completed. Again, the results ruled out a hearing loss. 

ongoing therapy was deferred until January, 1984, since 

Wayne's parents felt he was making significant progress and 

they were still using language facilitation strategies at 

home. 

The following spring, Wayne's mother requested an 

educational evaluation from the school district. The 

evaluation was performed and a school psychologist met with 

Wayne's mother to discuss the results of the evaluation. It 

was noted that Wayne's delays in language and lack of 

experience with the demands of test taking may have 

influenced the scores attained. Based on the McCarthy 

Scales of Children's Abilities, Wayne's performance 

indicated low cognitive functioning, within the range for 

Educable Mentally Handicapped, but the psychologist noted 

his intelligence quotient might not be "fixed over time" and 

recommended that a "label was not appropriate at this time." 
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Wayne's parents were given specific recommendations to 

enhance his language development which they followed. Wayne 

continued to,receive speech therapy from a clinician once a 

week. Wayne also received services from a physical 

therapist to assist him in the areas of motor development. 

Wayne was enrolled in a preschool program when he was 

four years old. He attended the preschool five mornings a 

week, and his occupational therapist went to the preschool 

to work with Wayne and another child. Wayne received 

services for approximately one hour each morning and was 

mainstreamed during the remainder of the morning. 

A year later, prior to his beginning kindergarten, 

Wayne's parents again requested an evaluation by school 

district personnel. It was noted that there "was 

improvement in Wayne's overall test taking behavior from the 

previous year, but non-compliance occurred when items became 

difficult and he frequently grew restless and quit." The 

summary and recommendation section of the psychological 

report stated: 

Based on test results Wayne demonstrates average 
intelligence on non-verbal problem solving skills 
and below average intelligence on tasks requiring 
production or comprehension of language. No 
medical problems have caused this speech and 
language delay, and Wayne has had appropriate 
environmental exposures and stimulation. 

A receptive-expressive language processing deficit 
exists which is below Wayne's optimal intellectual 
ability. This learning disability interferes with 
oral expression and will affect further academic 
performance. Placement in the intensive language 



program is recommended. specific goals include 
improving oral expression and listening 
comprehension. 

Kindergarten, 1985-1986 
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An intensive language program was not available at the 

elementary school in Wayne's neighborhood so he was enrolled 

at another district school for the program. Wayne's mother 

had expressed concerns about his readiness for a regular 

kindergarten program during the time he was not in the 

intensive language program, so it was recommended that Wayne 

be placed in a TMH/MH/EMH classroom for part of the day. 

This plan was implemented after Labor Day and continued for 

a couple of weeks until Wayne's parents requested he be 

removed from the TMH/MH/EMH classroom and placed in a 

regular kindergarten classroom. After the requested change 

was made, Wayne was mainstreamed into a regular kindergarten 

classroom for slightly less than an hour each day, when he 

was not participating in the intensive language program. 

Wayne's kindergarten report card for the first quarter 

of the year indicated a need for improvement in the areas of 

using scissors, crayons, and pencils. Teacher's comments 

indicated that he did not take part in verbal activities, 

follow directions well, work independently, nor did he have 

an attention span adequate for the activities undertaken. 

Near the end of October of his kindergarten year, Wayne's 

parents requested a review of placement and insisted that 
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Wayne be permitted to attend his neighborhood school and 

receive services there. The speech pathologist's comments 

on the Review of Placement form dated 10-25-85 stated, 

"Skill level in August was such that Wayne is ready for the 

LD program [at his neighborhood school]---made alot of 

growth over the summer. Parents would like to try 

[neighborhood school] ••• are pleased with progress." The 

kindergarten teacher commented, "[Wayne's] math skills are 

where they should be. [He is] learning to work 

independently." The change in schools was to begin on 

November 4. The requested change was made and Wayne was 

enrolled in a regular kindergarten classroom and received 

special education services from the LD Resource teacher in 

addition to speech and language therapy from school district 

personnel. A revised Individualized Education Program form 

indicated that Wayne received speech and language services 

twice a week for twenty minutes each session and was pulled 

out for learning disabilities services with the resource 

teacher twice a week for another twenty minutes each time. 

This form was dated 12-11-85. 

Wayne's kindergarten teacher at the neighborhood 

elementary school commented that he was the only student she 

had ever had in kindergarten that had qualified for special 

education services. She remembered that his language skills 

were very poor: 

He had trouble communicating with me, or anyone. 
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To get him to talk was a real effort. He would 
play with other children, but didn't communicate 
much with them. But kindergarteners are so 
forgiving and accepting; they just took it in 
stride. As I recall, if there was a problem with 
another child, it was really hard for me to work 
it out because Wayne couldn't explain what was 
happening. That did create some minor social 
problems. 

Another problem for Wayne was his fine motor 
coordination. He had trouble holding a pencil and 
crayons. He was receiving physical therapy for 
help in crossing the midline. 

The kindergarten teacher remembered Wayne's mother as 

being very involved and interested in his progress. She was 

helpful and supportive, often expressing her appreciation 

of the classroom teacher's efforts to assist Wayne. At the 

end of the year in kindergarten, Wayne's parents and teacher 

agreed that he was not ready for first grade and would 

repeat kindergarten the following year. His delays in 

language development and motor skills were the primary 

reasons given for the retention recommendation. Wayne had 

not been exposed to the reading readiness program usually 

presented in kindergarten because of his delays in language, 

so he did not know the sounds of the letters. It was 

thought that an additional year in kindergarten would allow 

time for maturation in these areas. 

Pre-first Grade, 1986-87 

During his second year in school, Wayne was placed in 

the district's pre-first grade program, which was then 

offered as an alternative to retention in kindergarten. His 
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reading program consisted primarily of Reading Mastery Level 

X, published by Science Research Associates. In this 

district, Level I is considered "below grade level" for 

first grade as the material presented more closely resembled 

the reading readiness curriculum usually taught in the 

district's kindergarten classrooms. Wayne received all 

"A's" in reading and "B's" in phonics; his reading effort 

grades were "B's" during the entire school year. 

At the end of the first quarter, his teacher's comments 

on the report card indicated that Wayne "was beginning to 

remember some sight words, ·but is having difficulty applying 

his reading skills to his written work. He has difficulty 

learning new material but remembers well once learned. He 

does best when new material is presented visually, orally, 

and tactically simultaneously." When interviewed, Wayne's 

pre-first grade teacher recalled his initial difficulty 

putting words together into sentences. She remembered that 

he seemed able to pronounce the words, but could not seem to 

organize them into sentences. He improved tremendously as 

the year progressed. By the end of the second quarter, 

Wayne was doing well in reading and improving in speech, 

using more complete sentences and acquiring additional 

vocabulary. His pre-first grade teacher commented, "He 

seemed to catch on to decoding words real well, but never 

had any clue as to what was going on in a story." He read 

orally with fluency, but could not answer questions about 
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the story or put the story into his own words when asked to 

do so. Math grades on the report card indicated that Wayne 

had some difficulty with math concepts during the second 

half of the school year, particularly in the areas of 

telling time, counting money, and measurement. His grades 

in math were "B's" for the first two quarters of the year 

and "D's" for the last two quarters. Spelling appeared to 

be an area of strength with all "A's" and handwriting was 

satisfactory. Even though his report card reflected average 

grades, the pre-first grade teacher remembered that 

handwriting was difficult for Wayne. She recalled that he 

could form the letters correctly, but had trouble placing 

them on the lined paper. She thought he might have had a 

perception problem related to spatial placement of objects: 

He had problems like knocking things .off his desk. 
It was like a spatial problem---dealing with 
things in space, and finding the right place [for 
things] and knowing where they were. He had one 
of the most severe learning disabilities I have 
ever seen. Sometimes you would think that nothing 
was sinking in and then it was there. Sometimes 
it was and sometimes it wasn't. Sometimes it was 
there one day and gone the next. It just depended 
on whether things were clicking and he was 
receiving your messages and understanding them. 
He was a very unusual student to work with, but he 
had a huge amount of parental support. His 
parents worked with him and gave him all kinds of 
help. 

Grades for PE were all "A's" with "B's" and "e's" in general . 

music. 

Wayne's classroom behavior was not always appropriate. 
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He seemed to have difficulty with self-control and would 

often blurt out responses. He did not always follow 

classroom rules, resulting in several "C's" and one "F" in 

"observes school rules" on his report card. At times, Wayne 

seemed to have difficulties interacting with playmates. His 

teacher recalled that he "was always wanting to bop somebody 

over the head with a toy. He seemed to lack an awareness of 

how to treat other children. He never hit anyone very hard, 

but didn't seem to understand how the other child might 

feel." At the end of the year, Wayne's teacher wrote, 

"Wayne has matured a great deal academically and socially. 

He has learned what behavior is appropriate at school and 

how to act and react around others." 

Wayne continued to receive services from both the LD 

Resource teacher and the speech and language therapist 

during his year in pre-first grade. His placement in 

special education was reviewed at the end of the year and 

continuation of the both programs was recommended. Wayne 

received physical therapy outside of school. 

First Grade. 1987-1988 

Wayne was assigned to a regular first grade classroom 

with 28 other children. In regular first grade, he was 

considered to be "at grade level" academically, and received 

all "B's" in reading and "A's" and ;lB's" in English, 

spelling, and communication. He received mostly "B's" and 



one "A" in mathematics during the year. His teacher 

commented, "Wayne is an excellent oral reader, but has 

difficulty following oral directions and working 

independently." Wayne was a very cooperative student, 

although he would frequently "talk out in the classroom." 

This behavior resulted in an "F" in "self-control" and 

"follows school rules" at the end of the first grading 

period. However, at the end of the third quarter, his 
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teacher wrote, "Wayne continues to improve his classroom and 

playground behavior." 

Wayne continued to receive services from the LD 

Resource teacher and the speech therapist during his year in 

first grade. Improvement in reading, particularly in the 

area of comprehension, and handwriting were the primary 

areas of concern. The LD Resource teacher and Wayne's 

mother requested a physical therapy re-evaluation during the 

first semester. This was conducted by a registered physical 

therapist employed by the clinic where Wayne had been 

evaluated in August, 1986. The evaluation summary stated: 

Wayne has made gains with his motor skills, but 
continues to demonstrate problems including motor 
planning and scored below his chronological age in 
the following areas: 

a. Discriminating general touch in his upper 
extremities such as reproducing designs in his 
palms, discriminating touch in his hands, 
following a line with his eyes closed after 
practice, identifying shapes placed in his palms. 
Wayne scored better with his left hand, although 
both extremities were depressed. 
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b. Imitating upper extremity bilateral patterns, 
such as clap patterns. 

c. Producing bilateral upper extremity 
coordination tasks such as rotating forearms and 
touching each finger to the thumb. Wayne cannot 
do both arms at the same time nor can he fully 
rotate his forearms. 

d. crossing the midline in his upper extremities 
not completely automatic and not completely 
developed. He still has a tendency to use his 
right hand on his right side and vice versa. 

e. Dominance not fully developed although his 
left hand appears to be the dominant hand as noted 
in better scores on discriminating touch on the 
motor accuracy test. His right foot and eye 
appear to be emerging as dominant. 

The report included numerous recommendations for therapy. 

Wayne's three year district re-evaluation to determine 

whether or not he continued to qualify for special education 

services was conducted during the spring semester of his 

year in regular first grade. Achievement testing indicated 

that Wayne was able to function within average limits in 

both reading and written language, but mathematic skills 

were significantly depressed. His fine motor skills were 

very immature. The evaluation concluded that Wayne 

IIcontin~es to demonstrate the need for participation in the 

Learning Disabilities Program." Wayne's new Individualized 

Education Program (IEP) reflected the suggested changes, 

focusing on math concepts, fine motor skills, and written 

production, instead of reading skills. Attention was also 

to be given to auditory processing and following directions. 

Wayne was promoted to second grade at the end of the year. 



169 

Second Grade. 1988-1989 

The four second grade teachers in Wayne's school 

grouped students for reading instruction by their reading 

ability. Wayne was placed in the second highest ability 

group. His teacher remembered that he was a very good oral 

reader and seemed to enjoy reading. He would sometimes show 

her a section of a story he thought was amusing and would 

laugh about what had occurred in the st,ory although he was 

unable to explain why he thought it was funny or describe 

what had happened in his own words. He had difficulty 

formulating answers to comprehension questions, excepting 

reiteration of specific details. If he could read the 

question and locate the answer in the story, he could write 

it down. His teacher felt he usually knew the answers, but 

could not formulate the answer in a complete sentence and 

write it down on paper. At one point during the year, the 

second grade teachers decided to move Wayne into the highest 

reading group, then moved him back into his original group 

after a couple of days because he seemed so confused and 

disoriented by the change. Wayne's reading group utilized 

the district-adopted basal materials for the second grade. 

Wayne received one "A" and three "B's" in reading for the 

year. His penmanship grades were all "C's" and his English 

grades fluctuated between with two "A's", one "c" and one 

"B." His spelling grades were mostly "A's" with one "B", 
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and his math grades, which were determined by his work in 

the LD Resource room, were three "B's" and one "C." 

wayne's. second grade teacher recalled that he exhibited 

difficulties with any task that was presented to him 

auditorally. He did much better when he could read 

directions or look at some visual representation of what was 

being explained. His former teacher commented: 

If he could read [information] and hear it, he did 
well. If he could just read it, he did well, but 
if he just heard it, he didn't get it. He'd look 
at you with this stare like you were speaking a 
foreign language. I paired him up with another 
student for most of the year. She would keep him 
on the right page and point out things to him as 
we went along. 

The teacher also remembered that Wayne's ability to use 

language seemed limited. He used many gestures combined 

with simple phrases and sentences to communicate. He 

continued to receive speech/language therapy during the 

year in second grade. He also had difficulty with tasks 

such as handwriting, cutting, pasting and gluing. His art 

work was often messy. The teacher recalled observing Wayne 

play soccer during recess on the playground, and it seemed 

that Wayne was unable to kick the ball without turning his 

whole body to a certain position. If the ball approached 

him from the right he would kick it with his right foot, but 

if the ball came from his left, he would kick it with his 

left foot. He seemed to concentrate very hard on what he 

was doing and appeared awkward in his movements. 
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Socially, Wayne seemed to have many friends. His 

teacher commented, "He can be very ~ocial in class. He is a 

hard worker and is very cooperative." His conduct grades 

were all "B's" and one "C." His grades in general music 

were "A's", and he received two "A's" and two "B's" in 

physical education. Art grades were based primarily on 

effort, and Wayne received all "A's." 

The second grade teacher maintained frequent contact 

with Wayne's parents and described them as very helpful. 

They worked with him at home on anything the teacher 

suggested. The LD Resource teacher provided many 

suggestions to the classroom teacher that were implemented 

to assist Wayne when having difficulty. For example, the 

resource teacher suggested allowing Wayne to use writing 

paper with wider lines instead of the narrowly lined paper 

usually used toward the end of the year in second grade. 

Wayne had a great deal of difficulty with the transition 

from printing to cursive writing even with extra help from 

his parents. 

Third Grade, 1989-1990 

Because third grade classes were larger than usual, 

Wayne was one of 32 students assigned to his teacher. Due 

to the results of achievement testing done by the LD 

Resource teacher at the end of second grade, Wayne's 

Individualized Education Program was modified to provide 
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support in the area of written language and to monitor his 

progress in math during his third grade year. Wayne 

participated in the regular classroom reading program and 

was considered to be at grade level. He received three 

"C's" and one "0" in reading during the year. Wayne was 

able to read almost anything with fluency, but his level of 

comprehension was not as high. This affected his overall 

reading grade. His assignments in English/grammar were 

modified somewhat in that he was not expected to do all the 

same assignments as were the other third graders. He 

received two "B's" and two "C's" in this area. He received 

"A's" in spelling and "C's" in penmanship. His math grades 

were two "B's" and two "C's." 

Wayne's classroom teacher worked closely with Wayne and 

his parents. Wayne experienced a great deal of difficulty 

taking written tests, especially in science and social 

studies. The teacher would give his mother a copy of the 

test ahead of time so she would know what Wayne needed to 

concentrate on when studying the material. This seemed to 

help him understand how to respond when taking tests on the 

material presented in the curriculum. other modifications 

in expectations were made in an effort to provide successful 

experiences for Wayne. Even with the modifications and 

extra assistance, Wayne's grades in science and social 

studies ranged from two "D's" to low "B's." 

Wayne's third grade classroom teacher was also 
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certified as a special education teacher and had taught 

children with learning disabilities for several years before 

teaching third grade. She commented: 

He is the hardest child I have ever worked with to 
try to figure out what works and what doesn't work 
[to help him learn]. I keep thinking if I could 
just have him another year or another two years, 
I'd be able to [figure him out]. 

Part of the problem, I think, is that he has been 
so cut-up [with scheduling]. He's here, then he 
goes to the LD classroom, then he goes for speech, 
then he goes for [music, physical education, 
recess, etc.] and his mind is completely occupied 
by "what time do I go to these places?" He has 
memorized down to the second when he goes to 
speech, when he goes to reading and when he goes 
to the library. He never forgets anything that we 
are supposed to do. In fact, he gathers his whole 
speech group together. He's a real organizer for 
that, but he has some odd gaps. He can look at 
the [classroom] clock and tell you what time it 
is, but if I gave him a worksheet showing clocks, 
he can't tell the time or draw in the hands to 
show a certain time. When counting money, he can 
figure out change in certain amounts of money, but 
is completely lost with other amounts. 

Wayne's third grade teacher met with the school's Child 

Study Team at the beginning of the school year because she 

was concerned about his reading comprehension. He was 

reading grade level material but was not comprehending what 

he read. The school's remedial teacher was working 

primarily with children experiencing decoding problems so 

the classroom teacher decided to keep Wayne with her for his 

reading instruction. The teacher asserted: 

He reads beautifully. He can read anything in a 
nice loud voice, pronouncing just perfectly. At 
the beginning of the year, I would say, "What 
color is the boy's coat?" and Wayne was blank, 
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whether he was writing it down or telling me. So 
his Mom has really worked with him at night. When 
they read a story, he has to retell her things 
that have happened, events in sequence. I told 
her to discuss the story page by page. He has 
made a lot of improvement. 

Wayne's auditory learning is almost not there at 
all, so I have to make sure I make a real effort 
to put something on the board or on paper so that 
he can actually see something when we're 
discussing things in class. He is definitely 
unique, and if he didn't have the type of parents 
that work with him night after night, I don't know 
where he would be [academically]. We've made 
really good gains [this year), but he's definitely 
not on [grade] level. 

Wayne really needs more LD support than he is 
getting now. He needs more one-on-one 
[instruction] because he is so far behind. He 
needs some techniques for coping with his lack of 
auditory learning. 

At the end of the year, his classroom teacher wrote on 

his report card, "Wayne has applied himself very well this 

last nine weeks. He will still need to have academic areas 

modified and lots of guidance and support. However, he has 

had a good year." Wayne's teacher expressed concern about 

his ability to meet grade level expectations as the material 

becomes increasingly difficult in the upper grades. She 

felt it was very important for Wayne to continue to receive 

special education services and for his teachers to adapt to 

his need for visual input instead of conveying information 

and directions auditorally. Wayne continued to be a very 

cooperative student and made steady progress academically, 

though not at the same rate expected of most children. He 

did well in physical education and general music. 
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Third Grade Classroom Observation 

When the bell rang indicating the beginning of the 

school day, Wayne was already seated at his desk reading a 

library book. A voice came over the public address system 

giving the day's announcements. Wayne looked up from his 

book, gazed around the room, then returned his attention to 

the book he was reading. After a couple of minutes, he 

placed a bookmark in his book and set it to one side of his 

desk and started to do the review exercises on the 

chalkboard in his spiral notebook. 

Wayne put his notebook to one side when the teacher 

announced that it was time to take a math test. After the 

math tests were passed out to all the students, tQe teacher 

walked over to Wayne's desk and went over the ~irections 

again with him, pointing to the exercises on the page. He 

completed the math test and resumed working on the exercises 

on the board that he had not finished earlier. After the 

students had finished the math test, the teacher asked 

everyone to look over their own papers and make sure their 

name was on the test and all blanks for answers had been 

filled in. Wayne appeared to do as directed, and the math 

test papers were collected by the teacher. 

The teacher began going over the review exercises on 

the chalkboard. Wayne seemed to follow along, raised his 

hand· to respond and gave a correct answer when called upon. 



After the exercises were completed, the teacher asked the 

students to line up at the door to 90 to the cafeteria 
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for thirty minutes of physical education. Wayne did as 

asked. Once the class was in the cafeteria, the PE teacher 

began reviewing the rules for behavior and giving 

instructions for the first activity. While this was going 

on, Wayne jumped up and down, flapping his hands in the air, 

while most of his classmates stood still and appeared to 

listen to the teacher. The first activity involved working 

with a partner; one child was to jump rope while the other 

child counted the number of times the rope was jumped 

without missing. Wayne appeared to count while his partner 

jumped. When it was his turn to jump, he jumped with a 

.steady rhythm using both feet. He seemed able to do as well 

as most of his classmates and better than a few. 

During other activities, Wayne often seemed to 

anticipate the directions given by the teacher and would 

start the movement prematurely. When doing an exercise 

requiring the placement of both arms together with hands 

clasped, Wayne used only his right hand to volley the ball 

into the air. He watched the teacher demonstrate the 

position, but did not seem to realize he was doing it 

differently than directed. Wayne looked around the room at 

other children and watched them between his attempts to hit 

the ball into the air. His nerf ball went flying out of 

control and hit the floor several feet away from him. He 
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dove onto the floor, tackling the ball. 

The PE teacher gave frequent oral directions. Wayne 

seemed to watch other children in the class and then do as 

he saw them doing. At times, he appeared to have a brief 

verbal exchange with a classmate and would smile or laugh. 

The children had done all of the activities previously and 

Wayne seemed able to participate without much confusion. 

At the end of the class, Wayne lined up with his 

classmates at the drinking fountain, got a drink of water, 

and walked back to his classroom. He entered the room and 

walked to his desk and sat down quietly. The children had 

written a paragraph about Earth Day and were preparing to 

edit their work. The teacher had written the paragraph on 

the chalkboard and Wayne appeared to follow along as she 

gave instructions for editing. He made some marks on the 

paper he was editing and returned it to its writer. Wayne's 

paper was returned to him. The editor of his paper had 

circled a word that appeared to be spelled incorrectly, and 

it seemed to the observer that the word may have actually 

been spelled correctly but the formation of the letters gave 

the word an unusual appearance; therefore, the student 

editor marked it as being incorrect. Wayne erased the 

editor's mark and rewrote the word. Then he put his paper 

aside and picked up the book he had been reading earlier. 

The next activity was a timed test on math facts. Each 
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student was given a paper with 100 math facts. Different 

students were working on different tests, depending on the 

level previously completed. Students had three minutes in 

which to complete the page. When 100% accuracy was 

attained, the student advanced to the next level of 

difficulty. Wayne tapped his pencil against his arm and 

looked around the classroom while the teacher announced the 

different levels of tests and passed them out to students 

indicating the level they were currently attempting. Wayne 

raised his hand, received his paper, and waited quietly for 

the direction to begin. When it was time, he started 

immediately and worked for the entire three minutes. He did 

not finish his level in the time allowed, and would attempt 

it again the following day. 

The teacher instructed the students to take out their 

social studies textbooks. Wayne did as directed. As the 

teacher began asking questions for students to answer 

concerning the previous lessons, Wayne fidgeted with items 

on his desk, rubbed his nose, played with the collar of his 

shirt, ~nd looked around the classroom. The teacher 

directed the students to a specific page in the book. Wayne 

located the page, but did not seem to be listening to the 

discussion. The teacher called on Wayne to read the title 

of the page after casually walking over to his desk and 

pointing to the page. Wayne read the title without any 

difficulty. He seemed to attend by following along in his 
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book as other children read short sections of the text. 

When the teacher called upon Wayne to read again, he knew 

the place and read with good fluency and appropriate 

expression. The teacher then asked the students to take out 

their social studies workbooks and gave directions for 

completing a page related to the lesson. The task involved 

tracing the route a letter followed from the time it was 

mailed until it reached its destination. Wayne located the 

correct page and completed the activity. After a couple of 

minutes the teacher asked different students to explain 

their answers and everyone checked their own work. Wayne 

seemed to follow the discussion and had correctly completed 

his page. The next exercise involved addressing a letter. 

Wayne's printing was too large to fit on the lines provided 

and he did not include the entire address. He seemed 

confused and another student whispered something to him, 

appearing to tell him that his answer was incorrect. He 

insisted, liThe teacher said it does not have to be a 

complete sentence." He put his pencil down and picked up a 

book to read. When everyone was finished, the workbooks 

were collected by the teacher. 

students were asked to get ready for lunch. Groups 

were called to go to the sink to wash their hands while 

others read silently at their desks. Wayne seemed to be 

absorbed in his book and did not go to the sink until 

another stUdent reminded him that their table group had been 
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called. He washed his hands, picked up his lunch box and 

returned to stand near his chair. He talked to a classmate 

quietly and then returned to his desk to resume reading 

until the teacher asked the students to line up at the door. 

Interview with Wayne 

The initial interview with Wayne was conducted at the 

elementary school which he attended. As it happened, the 

teacher work area adjacent to the classroom in which the 

interview was held, did not have a clock. Wayne was so 

concerned about being late to the resource room that he 

responded very briefly to questioning and asked repeatedly, 

"What time is it?" He seemed to become increasingly 

preoccupied with getting to the other classroom on time, so 

the interview was discontinued. A second interview was 

conducted in Wayne's home, during which he was cooperative, 

but offered only brief responses to questions and probes. 

Wayne indicated that his favorite subject in school was 

science and that he enjoyed learning about the earth, 

earthquakes, and how the earth was changing. Art was his 

second favorite activity, but he really did not care much 

for social studies. He thought school would be more fun if 

he could play more and have ice cream often. He especially 

liked to play with Jason on the playground, acting out make

believe adventures involving taking of prisoners and 

rescuing them. 
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During the course of the home visit, Wayne was 

observed verbalizing extensively with both his father 

and sister, but Wayne's parents reported that he was 

reticent to interact with people he did not know well. 

Wayne's hesitancy to interact with unfamiliar adults was a 

problem for him at school. At the beginning of each school 

year, he would not participate in classroom discussions and 

would rarely communicate with the teacher. As the school 

year progressed, he seemed to become more comfortable in the 

classroom and would verbalize more frequently. This led the 

researcher to conclude that Wayne's language skills would be 

very difficult to evaluate unless the· evaluator was 

exceptionally adept at working with reticent children. 
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Table 5: Summation of Wayne's Report Card Grades 

Grades Reported for each Quarter 

Pre-first First Second Third 
** Grade Grade Grade Grade 

Readinq A.A6A6A B,B,B,B A,B,B,B D,C,C,C 
Not Not 

Phonics B.B B6B AJB~A6B Graded Graded 
Not * * * * Enqlish Graded NG.A.B.A ALCLAJB B~CJ_BJCL 

Spellinq NG,A,A NG.A,B.B B.A.A.A A.A.A.A 

Handwritinq . B,B,B,B B.C,C,B C,C,C.C C C.C.C 

Mathematics B,B,D,D B,A,B,B B,B,C.B C.C.B.B 
Not Not Not * * * * 

Social Studies Graded Graded Graded C.D.C.B 
Not Not Not * * * * 

Science/Health Graded Graded Graded C.D.B.B 

Music B,B,C.C A,A,A,A A,A,A.A A.A,C,A 
Physical 

Education AJAJA6A BJA,_A,A A,B,B,A B,A,A,A 

Conduct Grades BLB-,,_B,C BJ_AJ_AJB 
Academic Effort 

Cooperates A.A.B.B A.A.A.A A,A.A.A I C.C.B.B 
Included in 

Controls Self C.B.C.F F.B.A,A Conduct 
Observes Included in 

School Rules C.C.C.F F.C,C.C Conduct 
Accepts Incl. in 

Responsibilitv C,B.B.C A,A.A,A Conduct A.B.B.A 

** Indicates student was considered to be "below grade 
level" in all academic subjects. 

* Indicates that the classroom teacher modified the 
curriculum/assignments for Wayne. He was not required to 
do the same assignments in the same way as did his third 
grade classmates. 
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Table 6: Wayne's Achievement on Standardized Tests 

IOWA TEST OF BASIC SKILLS 

Scores reported in percentiles 

Pre-first First Second Third 
Grade Grade Grade Grade 

Not 
Listening 10 4 20 Tested 

Not 
Word Analysis 12 18 6 Tested 

VocabularY 14 84 24 8 

Readinq 16 62 17 29 

Soellinq 30 59 31 30 

Caoitalization 6 1 9 18 

Punctuation 4 28 3 3 

Lanquaqe Usaqe 39 18 7 27 

Lanquaqe Total 7 11 4 14 

Hath Conceots 1 6 4 4 

Hath Problems 12 19 12 9 
Hath 

Comoutation 4 19 3 27 

Hath Total 1 12 3 8 
Basic Skills 

Comoosite 10 49 11 13 

Other Teachers' Perceptions of Wayne 

The physical education teacher had worked with Wayne 

for two years. He had noticed that Wayne often had 

difficulty following directions, but had not observed any 

coordination problems. He remarked that Wayne was very 

cooperative and seemed to enjoy participating in the class. 
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The music teacher had worked with Wayne for four years 

and commented on how much he had changed in that period of 

time, particularly in his ability to communicate verbally. 

She thought Wayne had always enjoyed music and he had 

auditioned for every solo in the third grade musical. She 

said, "He really wanted to sing a solo, as he sings really 

well. He's almost there. He's almost ready but I didn't 

think he was ready quite yet. It's hard to choose when 

[singing a solo] is going to be motivating and when it's 

going to be devastating. He does try so hard." The third 

graders learned to play recorders as a part of their music 

curriculum. Initially, when only a few notes were 

introduced, Wayne did fine, but experienced difficulty when 

more notes were added. The music teacher stated, "When 

there got to be too many notes, he could go for awhile, then 

after a certain point he was lost. Wayne adores music, but 

sometimes he just seems to space out and looks around the 

room. He does seem to try very hard, but sometimes his 

attention is just gone. He is never a behavior problem, but 

at times, he's just not with us." The children had to play 

their recorders individually to pass a test. The music 

teacher mentioned that Wayne's mother offered to come in and 

learn all the notes so she could help him practice at home. 

Wayne worked with three different LD Resource teachers 

during his years at his neighborhood school. The same 

teacher worked with him during his year in pre-first grade, 
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regular first grade, and second grade. She worked closely 

with Wayne's parents and had been in contact with his 

physical therapist. She asserted: 

There is definitely some neurological involvement 
in Wayne's learning disability. He is incredibly 
visual, incredibly non-auditory. He has an 
auditory processing problem that probably affected 
his [early] language development. Usually people 
fall somewhere in between [the two extremes], but 
this is not the case with Wayne. There is no 
middle ground for him. 

The trick was to teach him to read and once we 
accomplished that, he's been able to be somewhat 
successful in the classroom. He was able to pick 
up words visually. Once he could get the words in 
front of him visually, he began to understand his 
world a little better. It's almost as if he 
needed visual input to understand what the 
auditory word was. He can read written directions 
and follow them. If you tell them [directions] to 
him verbally, he looks at you with this blank look 
as he tries to process what you are saying. 

The LD Resource teacher credited Wayne's parents for helping 

him enjoy reading. They read to him frequently from the 

time he was very young and continued to read and reread his 

favorite stories. 

The LD Resource teacher discussed Wayne's coordination 

problems, especially his difficulty crossing the midline. 

She remembered how he would draw a horizontal line on the 

chalkboard when she first began working with him. He would 

take the chalk in his left hand, draw a line across the 

board until his hand holding the chalk was directly in front 

of his nose, bring his right hand up, transfer the chalk to 

the right hand, and continue to draw the line across the 
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chalkboard. He had tremendous difficulty doing many tasks, 

to the point that he would become tense and anxious when 

asked to do something that required crossing the midline. 

She recalled one incident when Wayne became so distressed 

that he punched her. 

The teacher described many activities she had done with 

Wayne to help overcome this difficulty. She thought some of 

his early difficulties in mathematics, particularly with 

addition and subtraction, were related to the way in which 

manipulatives were used in the regular classrooms. Usually 

counters of some sort are used to represent a set of objects 

and students "add toU or "subtract from" a given number. 

This presented a major problem for Wayne in that the actual 

movement of the manipulatives often required crossing the 

midline, something extremely difficult and confusing for 

him. Once another technique was presented, one using 

specific touch points on each number instead of 

manipulatives, Wayne was much more successful. The teacher 

commented, "It was like his left side didn't know what his 

right side was doing. Once he grasped the concept, he was 

able to memorize the basic math facts. He has an excellent 

memory. His memory also helps him do well on written 

spelling tests." 

The speech pathologist stated: 

Wayne had a long history of severe language 
problems as well as learning disabilities. It is 
not really known what caused his language problem. 
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He comes from a family where language is used 
extensively, but when Wayne first came to the 
school, he understood few concepts and his 
sentences were very short. He often spoke in two 
word responses, but has made progress over the 
last four years. His sentences are long and 
complex now, his articulation is good for all 
sounds and his grammar is correct. 

In the area of processing language, he's doing 
pretty well, too. He can follow directions quite 
thoroughly. If he doesn't understand the 
directions, he is able to ask for information. 
The only area where he has some difficulty is 
understanding vocabulary and concepts that are 
used at his grade level. In order to teach those 
concepts in a more meaningful context, those 
skills are going to be taught by the LD resource 
teacher and Wayne will no longer receive language 
therapy after the end of this school year [third 
grade]. 

The speech pathologist maintained frequent contact with 

Wayne's parents and asserted, "I think that one of the 

reasons Wayne's language skills have come along so far is 

that those skills are reinforced 24 hours a day." 

Health and School Attendance 

A review of the district's health center records 

revealed infrequent visits to the health center, only 

occasional visits for scrapes and bumps from playground 

activities. As a kindergartener, Wayne was above average in 

both height and weight: according to standards set by the 

National center for Health Statistics, his measurements 

placed him just above the 90th percentile. By the time he 

was in third grade, he was at approximately the 75th 

percentile. Wayne passed all annual vision screenings and 
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hearing screenings until his third grade year. He failed 

his hearing test the first time it was administered, but 

passed the re-check. Wayne was rarely absent from school, 

missing only five to eight days each year. 

Interview with Wayne's Mother 

Wayne's mother recalled her concerns about his develop-

ment dating back to the time he was about a year and a half 

old. 

I thought he should have been talking and he 
wasn't. I took him to the pediatrician and they 
were not concerned because they though~ I was 
being over-protective. They thought that talking 
would come with time and not to worry about it. 
Well, then, by the time he was two and his 
vocabulary was not up to par, I noticed he was 
walking with his hands up in the air, so I knew 
there was something definitely wrong. By then I 
had my daughter who came along and just fell into 
all these little patterns. I knew by comparing 
the two, something was not right. 

Once again, the pediatrician was not concerned, but Wayne's 

mother decided to have him evaluated by another source. She 

was convinced that something "was not right" and felt it 

was important to get help for Wayne before any more time 

elapsed~ Wayne's mother reflected on her earlier efforts to 

get help, "I remember when Wayne was at that age, you 

couldn't get help. You had to fight for help. Now 

it's not as hard. Now it's the law that they [public 

schools] have to evaluate any child, not just school-aged." 

Wayne's parents enrolled him in a neighborhood 

preschool when he was three years old. A friend of the 
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preschool teacher who worked with children that were 

developmentally delayed, approached wayne's mother one day 

and told her that Wayne needed help. Wayne's mother 

recalled saying, "I know he needs help, but I don't know 

where to go. I just don't know where to gO." At that time, 

the public schools did not offer assistance for preschoolers 

with special needs. With this individual's help, Wayne's 

mother was able to locate resources in the city. Wayne's 

pediatrician signed forms referring Wayne so the family's 

medical insurance would cover some of the expenses. Wayne's 

mother observed, "He agreed that he would sign anything I 

brought in because I was starting to be a nuisance." 

Wayne's mother mentioned that she and her husband both 

spoke French fluently and frequently communicated in French 

in the home. Wayne learned several French words and phrases 

when he was quite young. This contributed to making the 

process of evaluating Wayne's language development more 

complicated, in that one speech pathologist thought he was 

using nonsense words. To complicate things further, Wayne's 

mother characterized him as being very reserved and shy 

around people he did not know, to the point of refusing to 

respond or interact, which sometimes gave the impression he 

lacked many of the abilities or behaviors expected in a 

child of his age. The physical therapy and language therapy 

sessions began at about this time. 

When Wayne was about four years old, he began attending 
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another preschool. Wayne's parents balked at the suggestion 

that they drive all the way across the city to receive 

services, so ,arrangements were made for services to be 

delivered closer to their home. The preschool received some 

additional funding from the state to provide special 

services for Wayne and another child. As time for beginning 

kindergarten approached, Wayne's parents wanted to begin 

planning for his enrollment in the public schools. Wayne's 

mother recalled contacting the public school about having 

Wayne evaluated. She said: 

They told me he wasn't school-age and you'll have 
to wait until he is five years old. I called 
someone I knew who is a [special education] 
advocate. We pushed our way in because I knew it 
was the law that they had to do it. They 
evaluated Wayne and his results were real, real 
low: he did very poorly. The school psychologist 
said that they had a place for Wayne at another 
school in the district for children who have 
problems, but they never told me how severe the 
problems were. We're talking handicapped kids 
here. We're talking [about] kids that had severe 
mental problems, handicapped. They never told me 
that. I kept getting mixed vibes [about the 
program]. Other parents and the [private] speech 
therapist would tell me not to send my child 
there. 

Wayne's mother described meetings with school 

personnel, visits to the school, observations in the 

classroom, Wayne's nightmares and personality changes that 

occurred after his enrollment in public school. Finally, 

Wayne's parents insisted he be removed from the TMH/MH/EMH 

classroom and placed in a regular kindergarten classroom 

when'not participating in the intensive language program. 
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According to Wayne's mother, this did not happen when first 

requested. She remembered Wayne coming home and telling her 

he was still in the [special education] class, and another 

advocate was called for assistance: 

I felt like I had been lied to. I hadn't been 
told [what the program was.] I knew Wayne scored 
very low, but this was not the right program for 
our child. I tried to work with the system, I 
didn't want to cause any waves. I wouldn't let 
him go back to school until they mainstreamed him 
in a regular kindergarten. 

Wayne's mother remembered following the school bus each day 

to make sure he did not go in the original special education 

classroom. After the change to the regular kindergarten 

classroom, Wayne was "a much happier kid. We are talking 

about a big difference." The nightmares continued for some 

time and Wayne still talked about the class occasionally: 

"He still talks about it. He has never forgotten it." 

Shortly thereafter, Wayne's parents requested that he 

be allowed to attend his neighborhood school and receive 

special education services there. Wayne's mother contacted 

the principal at the local school. She recalled: 

When I approached [the principal] to tell him my 
side of the story, he didn't want to hear it. He 
said he had already heard about me and didn't want 
to talk to me. That's exactly what he told me. I 
told my husband if this is what I look like in the 
principal's eyes I am already marked. You know if 
you are marked, your child is marked. I was 
battling, it was a big ordeal. I went through a 
lot. So, anyway, we made it through the year, but 
Wayne did not do well. He wouldn't respond to the 
teachers. He did not do well in kindergarten at 
all. 
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Wayne continued with speech therapy and physical therapy 

during the summer months between kindergarten and pre-first 

grade. When school started in the fall, Wayne's mother 

contacted the LD resource teacher to ask if it would be 

possible to allow Wayne to bring a classmate with him when 

he went to the resource classroom, just until he became 

accustomed to the procedure. This was done and Wayne began 

to interact with the other child and the teacher. Wayne's 

mother felt the pre-first grade program was very beneficial 

to him. She said, "I knew he wasn't ready for regular first 

grade." The program turned out to be just what she expected 

and exactly what she felt Wayne needed. 

Wayne's mother remembered asking Wayne's physical 

therapist about his hand preference because one of the 

teachers had observed that he was inconsistent when using 

scissors, crayons or pencils. Apparently, Wayne is 

ambidextrous. He continued to use scissors with either 

hand, but wrote with his left hand. His right eye and right 

foot appeared to be dominant. According to Wayne's mother, 

this is related to his difficulty crossing the midline. 

Wayne's mother commented that his worst year in school 

was his year in the regular first grade classroom. She 

stated: 

I didn't like the way the teacher taught or the 
way she treated the kids. For example, one day 
the kids were doing an art project and Wayne was 
all set up with his crayons and his scissors. A 
girl sitting next to him grabbed his scissors. 



193 

Wayne told her she couldn't have them and took 
them back. The teacher went over to Wayne's desk 
and took his art project, tore it up and threw it 
in the trash. She just assumed Wayne wouldn't 
share and hadn't even found out all that had 
happened. She told him if he couldn't share, he 
couldn't do art. 

I just don't think the situation should have been 
handled that way. I was giving Wayne his bath 
before bedtime the day this happened and he said 
to me, "I didn't get to do my art today." When I 
asked him why not, he told me, so I went to school 
the next day and talked to the teacher. I just 
think there are other ways to discipline a child 
that age. That was the quarter he got an "F" in 
"conduct," I'm sure that's why. I spent a lot of 
time at the school, working in the library and 
doing other volunteer projects, and there were 
many, many times that I saw that teacher treat 
children and other adults in ways I didn't like--
just yelling at them and saying hurtful things to 
them. Academically, Wayne did not do real well 
either. I still remember the night he brought 
home twelve math papers for homework. I asked the 
teacher if everyone had so much to do, and she 
said, "It's all review." She really did a lot of 
testing and that was definitely his worst year. 

He didn't want to go back to school after that. 

Wayne's mother felt his year in second grade was his 

best year in terms of feeling more relaxed at school and 

"opening up." Academically, she thought his best year was 

third grade. She had requested the teacher to which he was 

assigned in third grade because of her background in special 

education and thought she did "wonders" with Wayne in every 

way. wayne's mother expressed concern about his future 

years in school, especially when he leaves the elementary 

building and goes on to junior high school. She stated: 

I know we will always have to be there for him. 
There isn't a night we don't work with Wayne. I 
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really worry about what is going to happen when he 
has lots of different teachers. I've worked too 
hard and gone too far with him to let him get 
lost. I know Wayne is labelled, but I don't see 
that as a bad thing. He does learn differently, 
but he can learn. I want him to continue to get 
special help. I'm not going to let them phase him 
out [of special education]. I think he'll need it 
even more later on. 

Wayne's mother thought Wayne might one day work with 

computers, since he was so fascinated with them. His mother 

hoped he would be able to do more of his school work on 

computers in junior high and high school, since this allowed 

him to use his strengths. She expressed confidence that he 

would do fine as an adult when he found his "niche," and she 

and her husband would help him each step of the way. 

Summary 

Wayne's circumstances were distinctive among this small 

sample, in that he was identified as a special education 

student prior to his enrollment in the public school as a 

result of his parents' concern and determination to get him 

the services he needed. Upon enrollment in kindergarten, he 

was placed in a TMH/MH/EMH classroom and an intensive 

language pullout program. His evaluation supported the 

appropriateness of an intensive language program, but did 

not justify his assignment to the TMH/MH/EMH classroom when 

not in the pullout program. Apparently, communication 

between school personnel and Wayne's parents was woefully 

inadequate, leading to an inappropriate initial placement 
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for Wayne. 

Wayne's parents and his kindergarten teacher agreed 

that he was not ready for a regular first grade program 

due to his delays in language and motor skills. The pre

first grade program seemed the most appropriate placement, 

as long as he continued to receive services from both the 

speech/language pathologist and the LD Resource teacher. 

Throughout the primary grades, Wayne's school day was 

fragmented into segments of time spent in the regular 

classroom, language program, and the LD program. Due to 

large caseloads, the available amount of time in the pullout 

programs for any child was limited and had to be scheduled 

around the needs of other children in the same programs, 

recesses, lunch, PE, music, library, and the regular 

classroom activities. The speech/language pathologist was 

also responsible for two other schools in the district, thus 

further limiting the times available for students at Wayne's 

school. Large caseloads and time restrictions can 

contribute to a lack of communication between special 

education teachers and the classroom teachers, often leading 

to a highly disjointed educational experience for the 

learner. This phenomenon seemed to be operating in Wayne's 

case. The music and PE teachers also seemed to be unaware 

of the complexity of Wayne's special needs. 

As Wayne progressed through the primary grades, the 

portlon of his school day spent in special education 
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programs decreased, but he continued to need additional 

assistance from his classroom teach~rs in the form of 

modified expectations, especially when taking tests. His 

teachers made conscious adaptations to accommodate his 

visual learning style. Wayne made tremendous progress over 

the years, but continued to have difficulty with grade level 

curriculum. His physical movements and oral language remain 

atypical when observed closely, although he often appeared 

to "blend in" with his classmates. 

Wayne's third grade teacher expressed concern about 

what would happen to Wayne as he progressed in school. She 

felt he would always need special education support as well 

as classroom teachers who knew how to work with him and were 

willing to make adjustments in their teaching methods and 

classroom expectations. The third grade teacher considered 

him to be at-risk of school failure, but thought he would 

probably survive because his parents were so willing to work 

with him at home and would ensure that he received the 

support services he needed. Wayne almost certainly would 

not have performed as well as he did without the high level 

of his parents' involvement in his education. Wayne's 

parents very definitely considered him to be an at-risk 

student in the traditional school setting and werecommitted 

to helping him as much as possible. Wayne seemed to enjoy 

school, but did not express his perceptions of his own 

progress. 
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Melissa 

Melissa was born on April 8, 1980, in Minnesota and 

moved to the southwest when she was about eighteen months 

old. Her mother reported that her pregnancy had been 

relatively normal, but she had experienced some,bleeding 

early in the pregnancy. Melissa was a Caesarian delivery 

and was placed in an incubator after birth. She had one 

sister who was five years her senior. Melissa's mother did 

not work outside the home until she began working in a day 

care center when Melissa was five years old. During the 

last couple of years, Melissa's mother has done childcare in 

her own home, caring for pre-schoolers while their own 

parents worked. Melissa's father was an electrician and 

held a couple of different jobs while living in the 

community in which they currently reside. He frequently did 

additional work outside his regular job to supplement the 

family's income. 

Melissa's mother remembered taking Melissa to five 

different medical doctors in Minnesota during her early 

years because "she cried so much." The doctors told her 

that there was nothing physically wrong with Melissa and 

that she "would outgrow it." During infancy and early 

childhood, Melissa seemed to have problems with 

coordination and did not walk until she was eighteen months 

old. She did not begin to use words to communicate until 

after she was about two and a half years old, and her speech 
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was difficult to understand. She seemed to learn a few 

words, but her vocabulary did not increase as rapidly as her 

parents thought it should. Melissa often seemed frustrated 

when she could not make herself understood and frequently 

had tantrums during which she would throw herself on the 

floor, kicking and screaming loudly. Melissa's mother 

characterized her as being very impulsive and quick to 

react. She could be very angry and physically aggressive 

one minute and sweet and loving the next. Her mother 

reported, "There have been problems with Melissa since day 

one. [Her development] was slow and she didn't walk until 

eighteen months and she didn't talk until she was way after 

two and then it wasn't good. Her behavior was little fits 

all the time." 

Kindergarten. 1985-1986 

Melissa's kindergarten teacher remembered her having 

difficulties with oral language. She recalled that it was 

hard to understand what Melissa was trying to say: 

Her speech quality was different; the quality of 
her voice was different [than that of other 
children]. Also, her gross motor skills were a 
problem. She had so much trouble following 
directions and processing things. Even if we 
would do a project and I would help her do it, if 
I would turn my back, it would just be a mess. 
She did that more than once and she would be so 
frustrated. She had real poor fine motor skills, 
so everything [cutting, coloring, gluing] was real 
hard [for her]. 

While Melissa's mother had expressed concern about her 
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beginning kindergarten because of her difficulties with 

language and her behavior outbursts, the teacher reported 

that Melissa was not usually a behavior problem in the 

classroom. She recalled one incident during which Melissa 

had refused to follow the rules in the classroom and was 

removed from the group activity for a short period of time. 

Melissa cried loudly for a few minutes and then stopped 

crying and rejoined the activity. Overall, the teacher 

thought Melissa tried hard to do what was asked of her and 

seemed to get along with her classmates. 

Melissa was placed in a "kindergarten readiness" group 

taught by a remedial teacher for twenty minutes daily 

because of her difficulties expressing herself and 

understanding directions. The remedial teacher came into 

the kindergarten classroom and provided the children with 

lessons designed to facilitate acquisition of vocabulary and 

increase understanding of language. [Jason, Roberto, and 

Jennifer were also in this group.] At the end of the second 

grading period, the kindergarten teacher's comments on the 

report card indicated that Melissa was still receiving extra 

help in readiness skills and was trying hard in class. Math 

appeared to be a stronger area, but at times Melissa seemed 

to be frustrated when working on some of the activities. At 

the end of the third quarter, the teacher wrote, "Melissa is 

working below grade level and still struggles with fine 

motor skills. She has difficulty working without constant 
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cooperative." 
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Melissa's report card reflected satisfactory progress 

in the areas of "takes care of materials", "respect for 

others", "listens when others speak", "plays well with 

others", and "takes part in verbal activities." Progress 

was less than satisfactory in the areas of "works carefully 

and independently", "follows directions", and "has an 

attention span adequate for activities." Melissa had 

considerable difficulty using scissors, crayons, and 

pencils. Her attempts to write her first name were not 

satisfactory when compared to other kindergarteners.. Her 

teacher noted that she had trouble hopping on one foot and 

could not jump rope like other kindergarteners. She also 

had difficulty communicating verbally and did not always 

complete activities. 

Melissa could do simple addition problems by the end of 

her year in kindergarten, but had difficulty recognizing 

numerals greater than ten and could not match the larger 

numerals with corresponding sets of objects. This level of 

achievement was considered to be typical of many children 

completing kindergarten. 

The kindergarten teacher recalled a parent conference 

near the end of the school year that was attended by both 

Melissa's mother and father. Melissa's father mentioned 

that he had been involved in a serious car accident the 
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previous year, requiring a lengthy recovery period. He had 

been out of work for months and still suffered a great deal 

of pain in his neck and back. He expressed concern that his 

lengthy recuperation and the stress on the family caused by 

his poor health and inability to work might have had a 

negative effect on Melissa, as well as on the entire family. 

At the end of the year, Melissa was recommended for 

retention in kindergarten primarily because of her immature 

language development, poor fine motor skills, and the 

absence of reading readiness skills considered essential for 

success in first grade. Melissa's parents concurred with 

the recommendation. 

Pre-first Grade, 1986-1987 

Melissa was placed in the school district's pre-first 

grade program, which was then offered as an alternative to 

retention in kindergarten. Her reading program consisted 

primarily of Reading Mastery Level I, published by Science 

Research Associates. In this particular school, Level I was 

considered "below grade level" for first grade. Melissa's 

report card reflected steady progress in the areas of 

reading and phonics. She received "B's" in both areas at 

the end of the first quarter and "A's" for all subsequent 

grading periods. Reading effort was graded in pre-first 

grade and Melissa received a "B" for the first quarter and 

"A's" each quarter thereafter. spelling was graded during 
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the second half of the school year and Melissa received all 

"A's." Her overall "Language arts effort" grades were two 

"B's" during the first semester and two "A's" during the 

second semester of the year. Her grades for handwriting 

were all "B's." Math appeared to be an area of strength for 

Melissa in that she received all "A's" on her report card. 

At the end of the first quarter, Melissa's pre-first 

grade teacher commented: 

Melissa is learning well and retaining new skills. 
She is a very good worker and always completes her 
work and usually takes care to do a good job. She 
is progressing very well in reading, math, and 
handwriting but has difficulty producing speech 
and [difficulty] with coordination and perceptual 
skills. 

At the end of the second quarter, Melissa's teacher wrote, 

"Melissa has made good progress in math and reading and is 

controlling her voice much better. She does well on paper 

work, but could spend more time on neater coloring." 

By the end of the third quarter, Melissa's teacher wrote, 

"Melissa's behavior has improved and she has been more 

cooperative. She has developed good basic skills in math 

and reading and is very responsible about finishing work. 

She struggles with speech, handwriting, and coloring." At 

the end of the year, the teacher wrote, "Melissa has matured 

nicely this year, academically and socially. She has 

learned to be more cooperative in school. Thank you for all 

your help." Melissa's pre-first grade teacher commented 

that she had been somewhat surprised at how well Melissa 
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learned to read because she had difficulty sitting still for 

even a short period of time. She commented, "Melissa did 

have that background of knowing what reading was and 

understanding what was going on. She applied everything and 

did pick up reading better than I expected. She was reading 

by the end of the [school] year." 

The teacher of the pre-first grade program remembered 

several of Melissa's unique characteristics. She stated: 

Melissa had very different language. I can just 
hear her talking • • • the quality of her voice 
was unusual and sometimes she had trouble getting 
a whole word out. [It was] like she almost had to 
force it out, somehow • • • [she] just had real 
difficulty talking fluently. 

The teacher recalled that Melissa was constantly putting 

things in her mouth; everything within her grasp ended up in 

her mouth. She chewed on glue bottles, pencils, scissors, 

clothing, etc. Her things were often wet and sticky from 

saliva. This created a social problem in that none of the 

other children wanted to share materials with Melissa or 

allow her to borrow any of their things. She also had 

difficulty eating classroom snacks, treats, and lunch; 

almost as though she could not control her tongue or chew 

her food with he~ lips together. 

The teacher remembered Melissa's temper tantrums. She 

described her as being "strong-willed." If she did not get 

her way, she "would just fly off the handle and throw a 

tantrum." Melissa seemed to do better in small group 
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situations where she received more individual attention. 

She was especially good friends with a classmate, Wayne, who 

is described in another case study. She seemed to play with 

him exclusively and almost "smothered him", according to the 

pre-first grade teacher. At times, they would have 

"squabbles" but spent a great deal of time together, both at 

school and in their neighborhood. 

During her year in the pre-first grade program, Melissa 

experienced three seizure-like episodes. The teacher 

described the two episodes that occurred at school, one that 

occurred in the classroom and one that transpired on a field 

trip. Both times Melissa appeared to' fall asleep and could 

not be awakened. Her eyelids seemed to flutter open and 

shut and her pulse rate dropped significantly. The loss of 

consciousness lasted for approximately 45 minutes and 

Melissa had no awareness of what had happened upon recovery. 

After a thorough neurological evaluation, Melissa was 

diagnosed as having experienced "complex partial seizures." 

The seizures were attributed to a brain tumor and surgery 

was scheduled. Melissa's mother recalled being told by the 

doctors that her prognosis was not good. A couple of days 

before the surgery was to be performed, the doctors ordered 

another CAT scan only to find no evidence of the tumor that 

had been previously diagnosed; therefore, the surgery was 

cancelled. Melissa's mother had taken her to church and 

attributed the tumor's disappearance to the blessings 
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Melissa had received from members of their congregation. 

Melissa had subsequent medical evaluations, the last 

CAT scan being done during her year in third grade after an 

accident on her bicycle. Melissa hit her head on the 

pavement and had a slight concussion as a result of the 

tumble, but no evidence of any brain irregularities were 

noted. Melissa's mother commented, "[She's had other 

checkups because] that always bothered me. All of a sudden 

it [brain tumor] was there and then it was gone. She had a 

lot of headaches after that, and it was always on the right 

side where the cancer was supposed to be." 

At the end of the year in pre-first grade, Melissa was 

assigned to a regular first g:r:ade classroom for the 

following year. 

special Education Services 

The pre-first grade teacher referred Melissa to the 

special education screening committee in September of the 

school year, shortly after her first seizure episode. The 

main area of concern at that time was Melissa's speech. The 

teacher wrote, "Melissa has to stop and think a long time 

before she can say words. She also has trouble articulating 

correctly. She seems to have some [language] processing 

problems." Difficulties in handwriting and coordination 

were also noted, particularly when trying to reproduce 

simple patterns of shapes on paper. At the screening 
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committee meeting, it was decided to have Melissa evaluated 

by the speech and language pathologist. A full 

psychological evaluation was postponed until Melissa was 

evaluated by a neurologist and a diagnosis was made 

concerning the source of her seizure-like episodes. 

Melissa's Individual Education Plan for inclusion in a 

speech and language therapy program was initiated in 

December of 1986. She was scheduled to receive speech and 

language services three times a week for thirty minutes each 

session. The long term goal was to "enhance auditory 

learning" with the short-term objectives being to "enhance 

auditory discrimination, auditory listening, and auditory 

comprehension." Copies of progress reports sent to 

Melissa's parents each quarter indicated that she was 

showing steady improvement and her progress was considered 

"Excellent." Melissa's placement in the speech and language 

program was reviewed annually in May of 1987 and 1988. Both 

times the recommendation was made to have her continue in 

the program. In May of 1989, at the end of second grade, 

the recommendation was made to dismiss Melissa from the 

speech and language program because she had achieved 

"acceptabl.e skills." The form was signed by Melissa's 

mother. Melissa was re-enrolled in the speech and language 

program the following year after the third grade classroom 

teacher again referred Melissa to the Screening Committee 

because she had observed her having difficulty articulating 
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multisyllabic words during oral reading and discussions in 

class. Melissa was re-evaluated and once again qualified 

for language services due to "mild apraxia of speech." It 

was noted that she had been previously enrolled in speech 

and language services for multiple articulation problems. 

The evaluator wrote that "all structures were considered 

adequate for speech, but production of syllables was 

considered slow." Melissa was observed to distort a number 

of vowel and consonant sounds, with her greatest difficulty 

in the area of syllabication, especially multisyllabic 

words. This was especially noticeable during connected 

speech. She was scheduled to work with the speech and 

language pathologist once a week for thirty minutes. The 

annual goals were: (1) To improve production of multi-

syllabic words, and (2) to improve pronunciation of words 

during connected speech activities. 

The speech and language pathologist remembered Melissa 

and provided additional information: 

I worked with her for three years during her pre
first grade year, her year in regular first grade, 
and her year in second grade. Initially, we 
worked mostly on different speech sounds. She was 
very difficult to understand because she misarti
culated so many sounds. She had difficulty with 
multi-syllable words [initially] but I wasn't real 
concerned with it at that time because a lot of 
kids at that age tend to have difficulty with 
three and four syllable words, but it was noted at 
that time and her parents were concerned about it, 
too. 

[Near the end of the school year] Melissa was 
referred by her third grade teacher and I re-
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evaluated her. Melissa had what is called apraxia 
of speech [in that] a person normally talks with
out really thinking about what sounds are in the 
words. As you speak, you can just feel your 
tongue going automatically to certain contact 
points [within the mouth]. It's like an automatic 
motor skill. There are some kids where the 
articulators just do not automatically go to their 
correct contact points. The listener hears a 
general slurring of speech sounds and the tongue 
seems to lack coordination. Melissa had very slow 
motor movement of the articulator, so when she 
said two, three, or four syllable words, her lips 
and jaws did not move fast enough for fluid 
speech. This is a neuro-motor condition of speech 
called apraxia. This is all a part of the same 
motor system that involves gross and fine motor 
coordination, which were problem areas for 
Melissa. We often see these characteristics in 
children or adults with brain tumors and/or brain 
damage. 

The speech and language pathologist also commented on 

Melissa's behavior during therapy sessions: 

We did motivational games with all the kids and it 
was always a very delicate situation [with 
Melissa] because she would lose track. of the 
purpose [of the game], which was to practice a 
particular communication skill. She would get too 
involved with winning, or what she perceived was 
"winning." She had trouble waiting to take her 
turn and always wanted to go first. We had some 
situations where she threw the [game] board across 
the room or kicked over chairs. She would burst 
into tears and leave the room. 

Melissa's behavior in a small group of three was 
manageable; however, she had a low tolerance for 
frustration. She would 'often accuse others of 
cheating and had a strong desire to control the 
therapy activities. She would sometimes withdraw 
from the group when she could not dictate how the 
activities would be carried out. During the time 
I worked with Melissa, the episodes began to occur 
less frequently but none of the behaviors were 
extinguished. 

In my opinion, Melissa is not the kind of kid that 
does well with someone who uses a real tough 
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discipline approach. If you try to get tough with 
her, she'll be tougher. A soft approach works 
much better. You need to reason with Melissa, 
talk with her and explain' things. If you give her 
ample time, she will express her feelings and she 
really needs to do that. I tried to take that 
approach with her. 

Melissa was given a full psychological evaluation in 

November of 1986. At that time, she was not taking any 

medication. The summary and recommendation section stated: 

Melissa is a student of average intelligence who 
manifests a significant discrepancy between her 
ability and her achievement in the area of basic 
reading skills. She meets eligibility 
requirements for placement in the Learning 
Disabilit1es Program according to the guidelines 
of [school district]. In addition to having 
difficulties with basic reading, Melissa manifests 
behavioral difficulties that are frequently found 
in children with attention deficits. She has 
great difficulty concentrating and staying on task 
and tends to respond impulsively, answering before 
a question is finished or starting a task before 
the directions have been completed. Her accuracy 
can be greatly improved if she is taught to stop 
and think before she responds. specific goals and 
objectives for Melissa would include increasing 
her reading skills so that they are at a grade 
level appropriate for her age and ability. 

Although Melissa qualifies for Learning 
Disabilities services, she is presently in a 
developmental first grade program, which provides 
her [with] smaller group instruction for all of 
her school day. In determining whether Melissa 
should be enrolled in the Learning Disabilities 
classes, the Multi-disciplinary Conference Team 
should discuss what services would best meet her 
needs at the present time. 

Melissa was enrolled in the Learning Disabilities 

Resource program toward the end of her first semester in 

pre-first grade. She was to spend twenty minutes each day 

in the resource room working on fine motor skills and 
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auditory memory. She received reading instruction in the 

classroom and did additional reading tasks in the resource 

room. This schedule for delivery of services continued 

throughout the pre-first grade year. The amount of time in 

the resource room was cut down to twenty minute sessions 

twice a week during her year in regular first grade. 

The Learning Disabilities Resource teacher provided 

additional observations concerning Melissa: 

[When Melissa was evaluated initially, she 
demonstrated] average intelligence, with strong 
verbal and non-verbal abstract reasoning. 
Audito~~ memory was weak, so it was the auditory 
skills probably contributing to a significant 
delay in basic reading skills and immature fine 
motor skills that were problem areas. 

Melissa made good growth in reading. She was 
basically a visual learner, and once she got 
enough words in her head, she was able to read 
really well. Her impulsivity was what got her, 
though. [When she was dismissed from the LD 
program] her listening [skills] were still weak 
and that was hard for her. 

In the end, the impulsivity was really a problem, 
and I pulled her back in [during third grade] to 
work with her once a week with a group of kids. 
It was really rough because we would work on how 
to be a friend, and that was one of the main 
things that Mom was worried about, along with 
everybody else. Melissa doesn't know how to be a 
friend or make friends. So we worked on that 
where she would list things [she could do with a 
friend] and we'd role play. Then on the way out 
of the room, she would punch somebody. That's 
where the impulsivity came in, which I don't think 
she has a lot of control over. 

I think there was something neurological with her. 
I think it was all tied in with her coordination 
problems and speech difficulties. Her movements 
were real awkward, she didn't have any fluidity. 
She improved in handwriting and speech, but I 
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definitely saw some neurological things going on 
that we couldn't peg down. She had to think 
really hard about what she should do every minute. 
She was tense and her muscles were tight, nothing 
flowed smoothly. 

It was always hard to work with Melissa because 
she would get upset easily. If you said something 
positive to someone else, she'd say, "What about 
me? I'm doing ••• " She wanted constant, one
on-one [attention] and you could never relax with 
her. It was always very tense. What worked best 
was positive reinforcement. [She liked] working 
for stickers or stars. The positive reinforcement 
pretty much had to be a very frequent, very direct 
kind of thing., 

Melissa would get very tense if you varied at all 
from the specific rules that had been set for the 
class. She could not generalize from one 
situation to another. 

[It seemed] that part of her brain was just not 
working properly. She could not understand cause 
and effect relationships. She would write a story 
and it would just be a group of unrelated 
sentences. It was like she couldn't connect it. 
We would work together on trying to make a story 
out of it, but she just couldn't develop a plot or 
story. But that's how she talked, too. Every
thing was short, with staccato type sentences. 

When asked if she thought Melissa's difficulties 

following directions and class rules might be related to her 

weakness in auditory memory, the LD teacher responded that 

it was ,"real possible." 

At the end of second grade, the LD Resource teacher 

administered a Stanford Diagnostic Reading Test on which 

Melissa scored in the 89th percentile in reading and was 

dismissed from the resource program. 
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First Grade, 1987-88 

Melissa was placed in a regular first grade classroom 

with almost twice the number of students that had been in 

her pre-first grade program. Academically, she made good 

progress; she was considered to be "on grade level" in all 

graded areas. She received two "A's", one "C", and one "B" 

in reading. Her phonics grades were "A's" and "B's" and she 

received two "B's" in spelling when it was graded during the 

second semester of the school year. English/grammar was not 

graded during the first quarter of the year, but Melissa 

received an "A" and two "B's" during the subsequent grading 

periods. Her "Language arts effort" grades were an "A" in 

the first marking period followed by "B's" each quarter 

thereafter. Math appeared to be an area of strength with 

all "A's" in both achievement and effort. Melissa's conduct 

grades were "A's" and "B's" for the first quarter, all "B's" 

for the second quarter, three "B's" and one "c" in the third 

quarter, with one "0", two "C's" and a "B" in the final 

marking period. The areas of "cooperates" and "controls 

self" received the lowest grades. 

The teacher's comments on the report card at the end of 

the first quarter stated, "Melissa is doing well in first 

grade. She has a good phonetic foundation and is able to 

apply this to her written work." At the end of the second 

quarter, the teacher wrote, "Melissa continues to do well 

academically. continue oral reading each night as well as 
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review reading worksheets." The comments by the teacher at 

the end of the third quarter indicated a decline in 

behavior: UWhen Melissa settles down, she does better work. 

However, her study habits are fairly flighty and she often 

seeks the attention of her classmates through some form of 

noise or temper tantrum. Let's continue the positive 

behavior system." 

The LD Resource teacher included a progress report at 

the end of the third grading period: "[We have been] working 

on cause and effect, main idea and listening skills using 

listening tapes and library books. Melissa is listening and 

following directions more easily. She shows some difficulty 

understanding cause and effect relationships." The 

resource teacher also offered "Suggestions for home": "Help 

Melissa understand her world by asking her what she thinks 

will happen next or what caused things to happen in everyday 

situations." At the end of the final grading period, the 

classroom teacher wrote, "Melissa made great gains this 

year. She has put forth a lot of effort academically as 

well as behaviorally." 

Melissa's behavior was a major concern during her year 

in first grade. Her school records contained documentation 

of various incidents that occurred and the consequences that 

followed. The teacher had fr~quent contact with Melissa's 

parents, particularly her mother, over behavioral issues. 

The .first disciplinary referral was dated December 7, 1987, 
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and several others were dated during the second semester of 

the year. The behavior referrals were for hitting another 

child in the head with a rock on the playground, disrupting 

the classroom by yelling, crying loudly, and "acting out" 

aggressively toward objects and/or classmates. A conference 

between the parents and school personnel was held in April, 

1988. The conference documentation form described Melissa's 

positive behaviors as "interested in learning, can be a good 

helper in the classroom, is responsible for taking notes to 

and from school and [remembering to] take medication 

[tegretol for control of seizures] daily," and her negative 

behaviors were listed as "lack of respect for authority, 

does not handle anger in an appropriate manner, is defiant, 

[has] poor peer relationships, seeks constant attention, 

positive or negative." A behavior modification plan was set 

up for Melissa, part of which was a daily report to 

communicate her school behaviors to her parents. Her 

appropriate behaviors would be rewarded at home and at 

school and consequences for inappropriate behaviors would be 

consistent between home and school. If her behavior became 

disruptive, she would be removed from the classroom. The 

cumulative records contained no referrals for behavior 

problems dated after April 8, 1988, so it could be assumed 

that the behavior improvement plan was effective for the 

duration of first grade. 

Seeking additional assistance, Melissa's parents had 
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consulted a pediatrician shortly before the April conference 

was held and Ritalin therapy was initiated at about this 

same time. The medication was discontinued after six weeks 

because it appeared to have no effect. The physician 

referred Melissa to a speech clinic for a speech and 

language evaluation. The evaluation report stated: 

Melissa received a speech-language evaluation at 
the request of her physician. She was accompanied 
by her mother who expressed concern about her 
overall speech and language skills. Specifically, 
she wondered if Melissa's depressed intelligi
bility could be related to tongue thrust. 

According to [Melissa's mother], she began to have 
"cooperation problems" at school just before 
Christmas. These continued and reached a crisis 
last week (4-8-88) when Melissa was expelled from 
the classroom for two days for "calling the 
teacher names, coloring on the floor and tackling 
a student... Reportedly, Melissa did not remember 
these incidents later. Reportedly, Melissa has 
been seeing a psychologist in regards to her 
behavior problems. In addition, [Melissa's 
mother] reported that Melissa was placed on 
Ritalin last week because she may have Attention 
Deficit Disorder. 

A lengthy description of the measures used for evaluation 

and the results obtained were included in the report, all of 

which essentially confirmed the findings reported by the 

school district's speech and language pathologist. In part, 

the report stated: 

No tongue protrusion was noted in either single 
words or connected speech. 

Examination of the oral peripheral cavity indi
cated that structures were adequate for normal 
speech production. Occlusion appeared to be 
normal. 
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In connected speech, Melissa transposed and 
deleted syllables. Occasionally, she placed 
emphasis on unaccented syllables. At times, her 
speech sounded deliberate or measured. Syllables 
were produced with equal rhythm, stress and 
intonation. In addition, she sometimes appeared 
to grope for correct placement with her tongue 
before producing a target. Since she has been in 
speech therapy for approximately two years, it may 
be that she was demonstrating deliberate 
strategies to improve her productions. 
Nevertheless, it was my impression that Melissa 
experienced mild difficulty with planning and 
sequencing the motor acts for speech. Overall, 
intelligibility was fair to good. 

Continued speech therapy was recommended with areas of 

emphasis suggested. These recommendations concurred with 

the Individual Education Plan currently being used at the 

school. The evaluator noted that Melissa's mother expressed 

a desire to seek further information on the characteristics 

of Attention Deficit Disorder and planned to contact an 

evaluation center. The speech and language pathologist 

supported this course of action, as did personnel at the 

elementary school. An assessment was completed in November, 

1988, during Melissa's year in second grade. The results of 

that evaluation will be described in the following section. 

D~ring an interview for this study, Melissa's first 

grade teacher provided additional information: 

From what I remember at that time, Melissa had 
a difficult time expressing herself. Her thoughts 
would get ahead of her articulation. • • • She had 
the thoughts and she had the concepts and she was 
able to get them in a complete sentence and get 
her ideas across, but she would just get so 
excited that she would get all twisted up. 

She was not very coordinated. From what I could 
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tell she had trouble jumping rope, kicking a ball, 
writing, working with clay, [and doing] puzzles. 
She would walk and trip, [almost as if] she would 
get her legs tangled. 

On the topic of Melissa's behavior, the first grade teacher 

commented: 

Melissa had a lot of negative tendencies. She was 
very hard to get along with---with me as well as 
with the other children. When she got angry she 
didn't know how to express herself other than 
throwing a chair, breaking a pencil, or screaming. 
She would scream at me numerous times at the top 
of her lungs. [She was] so aggressive and that 
just threw me. I didn't know how to handle [her 
outbursts]. I met with her Mom numerous times, 
and was always in contact with her on the phone or 
through daily memos. 

Melissa could be a very sweet little girl. She 
was bright and handled the academics just fine. 
It was the behavioral part that caused a lot of 
trouble. I had her removed from the classroom 
several times when she was throwing a real fit. I 
think academically she could have probably come 
straight here [from kindergarten]. Again, she was 
bright and she could handle the structure even 
though she tried to rebel against it at times. 
Mostly she rebelled against it when she wasn't 
getting her way. It was when she couldn't do what 
she wanted to do that we bumped heads. 

The teacher said that Melissa always blamed other 

children whenever she got in trouble. She seemed to have 

difficulty understanding why she was being disciplined and 

could not think of alternatives to replace unacceptable 

responses. The teacher would talk to Melissa after her 

temper outburst had subsided, trying to explain that she 

could choose more appropriate actions when she was feeling 

angry or frustrated. The teacher thought Melissa seemed 

unable to redirect her actions once she became angry. 
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Sometimes I would ignore a negative behavior, such 
as Melissa tapping her pencil on her desk. I 
would go on [with what I was doing] and she would 
get angry. She would start book tapping or chair 
bumping [against her desk]. It would just build 
to get attention. [At that point] she knew what 
she was doing. I mean, she was very aware of 
that, but I think once she got angry and crossed 
that line, she had no control over what she was 
doing. [Her behavior] was just out of control 
until it was all over---kind of like going through 
a seizure or a spell. When she realized what she 
had done, it was too late. She was already in the 
middle of it. 

The teacher believed that Melissa was a student who 

would have benefitted from the services of a school 

counselor. Melissa did have several talks with the 

assistant principal and seemed to respond well to him. Her 

teacher thought she needed lots of extra attention and 

someone to discuss constructive ways in which to handle her 

anger and frustration. The teacher expressed her own 

frustration in attempting to balance Melissa's needs for 

individual attention and the needs of all the other children 

in the class. 

At the end of the year, Melissa was promoted to second 

grade. 

Second Grade, 1988-1989 

Melissa was considered to be "on grade level" in all 

academic areas in second grade. She received all "B's" in 

reading on her report card. Spelling, English/ grammar and 

math appeared to be areas of strength with mostly "A's" and 

only· two "B's." She received "B's" and "C's" in handwriting 
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and "academic effort" grades were all "A's." Her grades in 

music and physical education ranged from "A's" to "e's" with 

a predominance of "e's." 

All four second grade teachers in Melissa's school 

ability grouped children for reading instruction. Melissa 

was assigned to an average group, which was working in the 

district-adopted basal reading program. At the end of the 

first quarter, Melissa's reading teacher wrote on her report 

card, "Melissa is a good worker but has trouble sitting 

still. II At the end of the second quarter, the same teacher 

wrote, "Melissa is very distractible, has trouble learning 

concepts, but is trying harder. II At .the end of the third 

quarter, Melissa's classroom teacher commented, "Melissa is 

making good progress academically. She puts forth good 

effort. We'll continue to monitor her behavior and try to 

come up with a plan that works." The final comment on the 

report card was also written by Melissa's regular classroom 

teacher: "I've seen a lot of growth in Melissa this year, 

both academically and behaviorally. II Melissa's conduct 

grades averaged a lie" for the year in third grade, but she 

received a lie-II at the first grading period, a liD-II for the 

second marking period, a "B" for the third quarter of the 

year and a liB-II for the final grading period. 

In November of Melissa's year in second grade, her 

parents had her evaluated by a children's evaluation center. 

They were concerned about her speech and language, motor 
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development and behavior. The evaluator recommended that 

Melissa continue to receive services for speech and learning 

disabilities. It was suggested that she receive physical 

therapy to improve sensory/motor integration, improve 

balance and equilibrium and normalize muscle tone. 

According to Melissa's mother, because the family's medical 

insurance would not cover expenses for physical therapy, 

Melissa was enrolled in gymnastics classes in an effort to 

improve her coordination and physical fitness. The 

evaluator suggested that Melissa's parents might find 

Effective Parenting Workshops helpful in dealing with 

Melissa's behavior. 

During an interview, Melissa's second grade teacher 

commented: 

Melissa was really okay academically. She c~uld 
hold her own fairly well from what I remember. 
She was able to grasp concepts unless she chose 
not to. I remember several times when she would 
come up to me after I had explained [something] to 
the class and have a little special one-on-one 
talk. I thought she understood [what to do], but 
I think she used that as a crutch sometimes. 

I talked with Melissa's mom often and Melissa's 
behavior improved a whole lot [during the year]. 
The first semester of school was rough, though. I 
tried to deal with her lovingly, but I also had to 
stay tough as nails. There'd be times when she 
would just sit there and throw a fit and I'd have 
to tell her, "Melissa, you're not going to disrupt 
our class and you're not going to act that way." 

[She would] yell and scream and kick and pound her 
fists. [She was] just out of control. The first 
couple of times [it happened] you have to get over 
the shock of how to deal with this. 
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It was very difficult. When I would see it start 
to happen, I would ask her to go outside and tell 
her she was welcome to come back in when she was 
ready to go back to her seat and get to work. She 
wouldn't stay outside long, just until she stopped 
being angry at somebody or me. Sometimes just 
missing something on a math paper would set her 
off. 

The second grade teacher described having to physically 

remove Melissa from the classroom a time or two. She 

believed that Melissa was trying to control her and the 

activities in the classroom. She thought that once Melissa 

realized that no matter what she did, she was not going to 

control the classroom, she "figured out that she might as 

well play by the rules." 

On the topic of Melissa's motor coordination, the 

second grade teacher observed: 

Sometimes I would have all the kids sit up in 
front [on the classroom floor] while we read a 
story or [talked about] something. I'd let them 
go get drinks and I had to have Melissa sit on the 
outside [of the group] because she would step on 
four or five kids trying to get around. I think 
she didn't have the ability to look and say, 
"There's a hand right down next to my foot so I'd 
better take a short step or lengthen my stride." 

Writing, coloring and cutting were really 
difficult for her. I ordered her a special pair 
of good, sharp scissors because she had a terrible 
time with the ones the kids usually use. 

She had a real problem with putting everything in 
her mouth. Her scissors, pencils and even glue 
would go in her mouth. She would lick her fingers 
and she would eat it off her paper. She'd squirt 
glue on her finger and eat it. We'd put glitter 
on paper and she'd sit there and eat the stuff. I 
asked my doctor about it because I'd read some
where that if kids eat glue they have some kind of 
a lack of a vitamin in their diet. I don't 
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remember what it was now, but I remember I checked 
on it, but apparently she just ate things. 

Melissa was very slow to speak, very deliberate 
and very loud. When she was reading a story or 
something, she would go back and repeat the word 
if she said it incorrectly the first time. She 
was really working on her /r/ sound [in second 
grade]. She improved a lot, but it took a lot of 
time to listen and hear her out. It seemed to 
affect her communication with other children. 
Most of the interaction between kids is quick and 
flows easy and it took more time to listen to 
Melissa. It seemed like most of the kids didn't 
want to be bothered to take the time to listen to 
her. 

She didn't interact much [with other children]. 
We did a lot of talking and encouraging 
friendships, but on the playground she'd mostly 
hang around with the adult on duty. The kids 
didn't like to play with her because she was mean 
to them, verbally abusive. I even set her up with 
a few girls on the side to go out of their way to 
play with her. They would do it because it was a 
special request, but I can't honestly say that 
they would have chosen to [play with Melissa]. It 
never lasted very long. 

The second grade teacher remembered that Melissa seemed 

to really enjoy going to work with the LD Resource teacher. 

About mid-year the teachers discussed phasing Melissa out of 

the program, but had her continue to go to the resource room 

twice a week for about a half hour each time, mainly because 

she seemed to have a special attachment to the resource 

teacher and seemed to benefit from their interaction. 

Melissa continued to receive services from the LD Resource 

teacher until the end of her year in second grade. At that 

time she was dismissed from the program because she scored 

in the 89th percentile on the Stanford Diagnostic Reading 
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Test. 

Third Grade, 1989-90 

As in previous years, Melissa performed well academi

cally and was considered "on grade level" in all subject 

areas. The third grade teachers at Melissa's school did not 

ability group students across the grade level for reading 

instruction as had the second grade teachers the previous 

year. Melissa remained in her regular classroom for reading 

instruction and participated in a reading program that was a 

combination of the district-adopted basal reading program 

and children's literature books. Her report card reflected 

"A's" and "B's" in reading, and all "A's" in spelling, 

English/grammar, penmanship, and math for the entire year. 

social studies and science were graded at the third grade 

level and Melissa averaged a "B" for the year in each 

subject with quarterly grades ranging from "A's" to "e's." 

Her grades in art, music, and physical education fluctuated 

between "A's" and "B's" with no discernible pattern. 

Academic effort grades were "B's" throughout the year with 

"responsibility" being graded separately with all "A's"; 

however, conduct/behavior grades fluctuated from an "A-" the 

first quarter, to a "B" the second grading period, to a "e" 

for the third quarter and then back to a "B" for the final 

grading period. 

At the end of the first quarter of the year, the third 



224 

grade teacher wrote on the report card, "Melissa is making 

good progress in third grade. She is working on self

confidence and completing her assignments independently." 

At the end of the second quarter, the teacher wrote, 

"Melissa continues to do a fine job in third grade. She is 

still working on [improving] her attitude. She is a very 

capable student." Teacher comments for the third quarter 

were, "Melissa is trying hard to work independently and get 

along with others. I have seen some progress in these areas 

lately. She wants to do well." At the end of the school 

year, the teacher wrote, "Melissa tried hard to be more 

respectful of others this last quarter. She did a fine job 

academically although she does better on daily work than in 

test situations. She is capable." 

The third grade teacher described her year with 

Melissa: 

I knew virtually nothing about Melissa's back
ground, so I was real surprised when the kids 
would come up and tell me the things she did [to 
them]. I think she pretty much tried to stay low 
key that first quarter and tried very hard to keep 
on my good side. She wanted to please, and then I 
think it got to be too much for her and she just 
had to let out some of her steam. 

Second quarter some of the behaviors started to 
show up. That was the first time I noticed that 
her behavior was not typical [of other third 
graders]. She just lashed out [verbally] at a 
student and then lashed out at me. I put her name 
of the board for not being respectful, then she 
threw herself on the floor, yelled, and kicked 
with her legs and flailed her arms. I think I 
just let her be, and went to the other side of the 
room and started teaching. I think the second 



time it happened, I had her leave the classroom 
because I told her I just couldn't have that 
[behavior] in the classroom. 
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The first time I asked her to leave, she did 
[leave the room] but we had a few other times when 
she wouldn't go, so the assistant principal would 
come and get her. Then we had a conference with 
her mother. Her mother had come in before that 
and said, "I know that Melissa is doing some 
things that we hoped weren't going to show up 
again." 

Her mother was always very supportive and would 
ask what she could do to help. Her mother wanted 
to get her back into LD and speech so I requested 
a meeting with the Child study Team. We [the 
Child study Team] decided that she would be 
retested for speech, but her academic scores were 
too high for LD and she could not get in for any 
other reason. I think Melissa wanted time with 
the LD teacher because she had a good relationship 
with her and her mother was hoping Melissa would 
have somebody that she could talk to, but that 
didn't work out. 

It was decided that Melissa would go to talk to 
the assistant principal once a week. That 
happened a couple of times. Later, we did decide 
that Melissa could go see the resource teache"r at 
recess time [on an unofficial basis] and choose a 
couple of friends to go with her. She did that 
each Wednesday afternoon and that seemed to be 
helpful. 

I talked to the rest of the class when Melissa was 
out of the room and got them to eat lunch with her 
and play with her at recess. Two kids really 
stuck with it and I encouraged them. Melissa even 
referred to one of the girls as "my first best 
friend." I seated them together in the classroom 
and it seemed to work out very well because the 
other little girl didn't seem to have a good 
friend before that, either. 

Near the end of the third quarter after she had 
three or four fits, Melissa and I sat down and 
wrote out a contract. I had her write down three 
things that she had the most trouble with: showing 
respect for others, ignoring others when they 
bothered her and talking out in the classroom. We 
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talked about appropriate behaviors and worked out 
consequences if she acted inappropriately. She 
could go into the teacher work area to "cool down" 
if she felt she needed to get away from any 
situation. This contract was signed by us and by 
Melissa's mother and father. After that we didn't 
have any more major problems. 

Melissa is a child who comes in [to school] with a 
smile everyday. Her [inappropriate] behaviors are 
almost always in the afternoon. She has worked so 
hard to calm down [this year]. She really has 
come a long way. 

The third grade teacher talked to Melissa's previous 

teachers when her behavior problems surfaced, wanting to 

find out if they had experienced similar situations and if 

so, what seemed to work to help Melissa develop more self-

control. The third grade teacher suggested that specific 

information concerning Melissa's behaviors and workable 

solutions should be provided to each teacher as she 

progresses through subsequent grades. She planned to 

communicate that information to Melissa's fourth grade 

teacher when class assignments for the following year were 

determined. 

Third Grade Classroom Observation 

As the school day began, the children walked into the 

classroom and sat down at their assigned desks. Melissa's 

desk was located at the back of.the classroom, one of a 

group of six student desks. The desk right next to hers was 

not occupied. Melissa sat down in her chair, took a 

notebook out of her desk, opened it to a blank page and 
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began copying the capitalization/punctuation exercises 

[containing errors] from the chalkboard, making the 

corrections, as did most of the children. When everyone had 

completed the exercises, the teacher called on different 

children to explain the changes that should have been made 

to punctuate and capitalize correctly. Melissa raised her 

hand, volunteering to respond and was called upon, giving a 

correct response. Her voice sounded unusually loud, with 

very deliberate enunciation of words, making her speech seem 

somewhat atypical of third graders. She continued to raise 

her hand to answer and blurted out 'a response or comment a 

couple of times. One or two of her fingers frequently found 

their way into her mouth during the activity. 

The teacher asked the children to put their notebooks 

in their desks and get ready to listen to directions for a 

math review lesson. Melissa raised her hand when the 

teacher asked for helpers to pass out lined paper to all the 

students. She was selected for the job, and appeared to be 

delighted. As she moved around the classroom passing out 

the papers, she appeared awkward and bumped into a couple of 

desks and chairs, but none of the students seemed to notice. 

She finished passing out the papers and returned to her desk 

and numbered her paper as directed by the teacher. 

The teacher asked everyone to put up their study 

carrels. (The students would be using the carrels during 

ITBS testing in a couple of weeks and the teacher wanted 
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them to get used to them ahead of time.) Melissa appeared 

to listen to all directions intently and do as directed. 

(During the ,observations, Melissa frequently turned around 

in her desk and smiled at the participant observer. At one 

point, the teacher whispered, "She is being really good for 

you." Melissa's parents had told her that she was to be 

involved in a research project and would be visited and 

interviewed at school.) At a later time, when Melissa's 

behavior was discussed with the classroom teacher, she 

commented that Melissa was generally better behaved in the 

mornings, but she had been exceptionally well-behaved during 

the observations. 

Melissa completed the math exercises and appeared to 

pay attention as the answers were discussed, frequently 

raising her hand to respond. She usually listened when 

classmates were called upon to respond and blurted out a 

comment or response a couple of times. Periodically, she 

put her fingers into her mouth or rocked her chair backward 

and forward. 

The next activity involved making a pictograph for 

social studies. Melissa located her social studies workbook 

and put it on her desk. She raised her hand to get the 

teacher's attention and waited until she was called upon 

before she remarked, "We didn't do 'Swish and spit' 

yesterday." (This term refers to the flouride treatment 

program usually done in the classroom once each week.) The 



229 

teacher answered, "I know." Then Melissa asked, "will we do 

it today?" To this inquiry, the teacher responded, "I don't 

know." still concerned, Melissa asked, "If we don't, can 

I?" The teacher answered, "We'll wait and see." The 

teacher began to explain the pictograph activity. Melissa 

listened as she placed a couple of fingers in her mouth and 

appeared to bite her nails. At one point, she raised her 

hand to respond to a questions posed by the teacher, was 

called upon and answered correctly. A few minutes later, 

she raised her hand and called out the teacher's name. When 

the teacher called upon her, she asked a question about 

adding extra details to the pictograph. The teacher said 

she could do that if she finished the required part first. 

Melissa appeared to concentrate intently, and continued to 

work on her pictograph as her classmates lined up at the 

classroom door to go to the cafeteria for their physical 

education class. She put her pencil down and got at the end 

of the line. 

During the thirty minute PE class, Melissa participated 

in all activities. Melissa's movements seemed awkward and 

clumsy, especially when running, although she was able to 

jump rope smoothly, using both feet simultaneously. When 

the children were directed to find a partner for a 

particular activity, Melissa did not locate one at first, 

but wandered around until she found another girl who was 

without a partner. The other student seemed to be reluctant 
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to work with Melissa, but agreed to after a moment of 

hesitation. Shortly after the activity was underway, the 

two argued about whose turn it was. Melissa shouted loudly, 

"It's my turn!" The other student let her have a turn. 

One activity involved using a paddle and a ball, 

bouncing the ball into the air. When Melissa hit the ball, 

it went flying across the room and she ran after it, with 

the handle of the paddle in her mouth. Many of Melissa's 

movements seemed out of control, almost as if she could not 

stop an action once it was initiated and was unable to gauge 

how much eL£ort was needed to perform a desired motion. For 

example, when she ran across the cafeteria to join a group 

of children on the other side of the room, she started to 

slow down as she came close to the group, but ran into a 

couple of the children before she came to a complete stop. 

Most of the children laughed or squealed during some of the 

games, but Melissa's voice could be heard above all the 

others. Her fingers were often in her mouth, particularly 

when she was waiting for her turn. At the end of the class, 

the teacher had all the students line up for a drink of 

water. Melissa went to the end of the line and waited for 

her turn, with her fingers in her mouth. 

After lunch, groups of students in Melissa's class were 

making presentations about the children's literature books 

they had finished reading. The teacher called on one group 

to get their materials ready. Melissa blurted out, "What 
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about my group?" The teacher answered that they would have 

a turn. Melissa watched the presentation intently. When 

the first group finished, Melissa's group got together for a 

few minutes to discuss their plans. Melissa seemed to be 

listening and going along with what was being suggested by 

others in the group. The group chose to act out a part of 

the book, assigning roles to each group member. Melissa 

seemed confused about her role and was frequently coached by 

the other members of the group. She had forgotten her copy 

of the book at home and had to share another student's book, 

making it difficult for her to follow the action, so the 

other student pointed out the place each time she was to 

read aloud. Melissa read fluently, but did not "act" the 

part as did the other students in her group. 

After the presentation was finished, the teacher and 

other students asked individuals in the group questions 

about the book. Most of the questions were answered by 

members of the group other than Melissa. When the 

presentation was finished, Melissa walked back to her desk. 

One of the other children in her group said to Melissa, "If 

you'd brought your book, we'd have done better." Melissa 

called out to the teacher, "What grade did we get?" The 

teacher answered that she would tell her later. Then 

Melissa turned to the other child and said, "I did good." 

The other child answered, "Yes, you did, but you could have 

done better." After the exchange, Melissa seemed to direct 
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her attention to the next group presentation. After a 

moment, she picked up a book that was on her desk and chewed 

on a corner of it. She then placed her right foot on her 

left knee and began to untie her shoe.. She pulled on the 

shoestring and put the shoestring into her mouth. Melissa 

then reached into her desk and took out some colored 

markers. As she pulled the packet of markers out of her 

desk, her crayons spilled on the floor. She picked them up 

and proceeded to rearrange things in her desk. She found a 

small plastic baggy and put it up to her mouth and filled it 

with air. She did this a couple of times. Meanwhile, 

another group had finished their presentation and the 

teacher was reading poetry to the children. The teacher had 

asked them to locate a specific page in their reading books 

and read along. Melissa got out her book and shouted, "What 

page?" No one answered, so she flipped through the book for 

a couple of minutes until the bell rang for recess. 

Interview with Melissa 

Melissa asked the interviewer nearly as many questions 

as she answered. This behavior might have been interpreted 

as an attempt to control the situation, but it is possible 

that she was responding to the informal conversational 

approach utilized for interviewing and was curious about 

several issues that were raised. She was often very 

persistent in trying to get answers to her queries, making 
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it difficult to refocus her attention until her questions 

were at least partially answered. This behavior on her part 

frequently controlled the interview until it was redirected 

by the "official" interviewer. During the interview, 

Melissa was in almost constant motion: fidgeting in her 

chair, standing up, adjusting her position to sit on her 

foot, looking around, chewing on her fingers, opening and 

shutting a door within her reach, etc. Melissa's speech was 

easily understood, but many enunciations were very 

deliberate, causing her sentences to lack a sense of natural 

flow. She seemed to require more "wait time" before she 

responded to questions than did some of the other students 

interviewed, but her verbal contributions were detailed and 

thorough. 

Melissa remarked that she loved school, e~pecially math 

and playing soccer on the playground. She said that there 

was nothing that she did not like and she could not think of 

anything that she would consider her worst subject. Next to 

math, her other favorite subjects were science and painting. 

Melissa remarked: 

I think my teacher likes me, now that I've changed 
my whole attitude. She said I could have another 
piece of candy if I hand in all my work. I just 
play with [friend] and I think that was the one 
that helped me. She was playing with me, helping 
me on the bars. She's probably my first best 
friend and then [girl's name] is my friend. 

Melissa seemed to like all of her teachers. When asked 

if she ever got into trouble, she replied, "No, not ever." 



She was adamant in her response. She talked about her 

reading group's presentation and said she liked being the 

dad in their play, but liked to be a baby when she and 

friends play house. 
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Melissa thought she would like to be a nurse or a 

doctor when she finished school. When asked why she wanted 

to be a doctor or a nurse, she replied, "I just like it. I 

like it when they give me shots, [be]cause I'm used to them. 

My mom hates shots." 



Table 7: Summation of Melissa's Report Card Grades 

Grades Reported for each Quarter 

Pre-first First Second Third 
** Grade Grade Grade Grade 

Readinq B.A.A.A A.A.C--<.B B,B,B,B B.A.B.A 
Not Not 

Phonics B.A.A A A1 _B,_B.A Graded Graded 
Not 

Enqlish Graded NG1 _A. B. B A,A,B,B A.A.A.A 

SDellinq NG.A.A NG.B.B.B A.A.A.A A.A.A.A 

Handwritinq B.B.B.B A.B C.C B.B.C.C A.A.A.A 

Mathematics B.A.A.A A.A.A.A A.A.B.B A.A.A.A 
Not Not Not 

Social Studies Graded Graded Graded A,B,A,C 
Not Not Not 

Science/Health Graded Graded Graded B.B.B.C 

Music B.C.C.C A. B1 _B. B A.B.A.A A.A.B.A 
Physical 

Education ALALA--<.A BLBLB.B A .. e.C.B B.B.A.B 

Conduct Grades C 0 B.B A.B.C.B 
Academic Effort 

Cooperates B.C.A.A A.B.C.C A.A.A.A I B.B.B.B 
Included in 

Controls Self B,A .. BJA B,B.C.D Conduct 
Observes Included in 

School Rules B.B.B.B B.B B.C Conduct 
Accepts Incl. in 

Responsibility A.A.A.A A.A.B.B Conduct A,A, A,A 

** Indicates student was considered to be "below grade 
level" in all academic areas. 
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Table 8: Melissa's Achievement on Standardized Tests 

IOWA TEST OF BASIC SKILLS 

Scores reported in percentiles 

Pre-first First Second Third 
Grade Grade Grade Grade 

Not 
Listenina 21 66 20 Tested 

Not 
Word AnalYsis 35 64 49 Tested 

VocabularY 26 69 42 48 

Readina 20 46 57 41 

Soellina 11 70 35 65 

Caoitalization 5 76 49 93 

Punctuation 42 70 86 89 

Lanauaae Usaae 18 55 72 73 

Lanquaqe Total 7 72 68 84 
-

Math Conce~ts 35 74 37 74 

Math Problems 62 70 67 70 
Math 

Computation 30 85 66 68 

Math Total 40 79 57 74 
Basic Skills 

Comoosite 25 68 48 56 

Other Sdhool Personnel's Perceptions of Melissa 

The physical education teacher was in his second year 

of teaching elementary school when interviewed. He thought 

Melissa seemed to enjoy participating in classes and did not 

have much trouble with her, behaviorally. She did 

occasionally have "outbursts" during which she would lose 



237 

her temper and yell loudly at another student, but nothing 

that he considered major. He had not observed any 

coordination difficulties. 

The music teacher had known Melissa since her year in 

the pre-first grade program. She commented: 

Melissa has come a long way. [Now] she's more 
focused and she knows her notes [on the recorder]. 
She plays solos all the time in class and she'S 
singing a solo in a little group. She's come a 
long way as far as cooperating. 

I did see an outburst last week when she slugged 
somebody. She was frustrated, because I was 
trying to talk to about four different people at 
once after class. We were just finalizing all the 
soloists and she wanted me to hear what she had to 
say. I was talking to somebody else and Melissa 
and another student were talking [to each other] 
and both of them got into a tiff and Melissa 
slugged her with her recorder. I said, "That's 
fine! I don't need to hear you! Go back to 
class." Other than that, she does pretty well. 

She used to just talk whenever she wanted, just 
blurted out things no matter what you were doing. 
She's not anywhere near perfect, but has really 
improved as far as yelling things out. 

She sings right out and I'd say 85% of the time 
she's right on the money. Her speech pattern has 
gotten much better; I can understand her a lot 
better. There's still a little problem there but 
[it's] much better. 

She used to be real physical, always touching or 
hitting people, but that's improved, too. She 
does have trouble reading the notes fast enough to 
keep up with the class when we play the recorders, 
so I usually pair her up with somebody and they 
help her with the notes. Sometimes she listens to 
them and sometimes she doesn't, but her 
cooperation has come a long way. 

The assistant principal had several encounters with 

Melissa, in both the role of a disciplinarian when she was 
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removed from classrooms and in the role of counselor, 

attempting to help Melissa learn more socially acceptable 

behaviors. ae expressed his own frustration in not knowing 

all the physical, neurological and psychological factors 

that might be involved where Melissa was concerned. 

She was sent to me at first because her teacher 
was concerned about her inability to establish 
friendships. As she would establish a friendship 
or begin to establish friendship, she would 
smother the other child; overwhelm someone in 
order to gain a friendship. At other times, she 
seemed to try to make an enemy first by doing 
something mean and then try to change the 
relationship into a friendship. I tried to 
emphasize that it's easier to make a friend the 
first time around. This is where I think Melissa 
would benefit from more small group instruction 
that would give her an opportunity to develop some 
friendships that could be more lasting. 

The assistant principal described a time when Melissa told 

him about riding her bike out on the street and asking 

another child to ride with her. The other child said she 

did not want to ride bikes with anyone, but a few minutes 

later Melissa saw the girl go down the street with somebody 

else. Melissa was devastated. He said, "She doesn't know 

how to handle that. Somewhere along the line she has not 

matured in that regard." 

One day Melissa was sent to my office for calling 
other children names. She has a very, very strong 
and angry streak at times. We talked for quite a 
while and she continued to be very defensive about 
things, then she got very emotional, almost 
convulsive, crying and sobbing. After a while she 
calmed down and I took her to lunch with me. I 
bought her lunch and later that afternoon, she 
brought me the money to pay for the lunch I had 
gotten for her. By that time, it had gotten out 
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of her system. 

I noticed a hesitation when Melissa responded to 
me, unless it was just a 'very easy, natural 
response. But if you ask her something specific 
that she has to think about, you almost see the 
wheels turning slowly, not like some youngsters 
where you can see the wheels turning like mad. 

The assistant principal expressed a concern that as Melissa 

she gets older, he feared she might be subjected to a great 

deal of ridicule by other children. 

Health and School Attendance 

Melissa's "seizure" episodes were a major concern to 

everyone involved with her. Apparently, Melissa experienced 

three known episodes in the fall of 1986, two at school and 

another one at home. In January, 1987, Melissa was 

diagnosed as having experienced "complex partial seizures." 

She began taking a medication to control the seizures and 

continued to do so until December, 1988. A notation in her 

school health records dated January, 1987, indicated, "Brain 

tumor at temporal lobe. Surgery scheduled for 1-26-87." 

The next entry was for 1-12-87: "During further testing, 

the tumor appears to have disappeared---surgery cancelled." 

Melissa's mother provided additional information: 

There were five doctors that looked at those x
rays, one of them and his partner do 90% of the 
[brain] surgeries on children in this area. They 
brought me and my husband in [the conSUltation 
room] and put all the x-rays up on the wall and 
told us how they knew it was brain cancer and why. 
They told us Melissa probably wouldn't live a 
year, even with surgery; that's how sure they 
were. You just don't do that to somebody unless 



you're sure! It was a horrible week for all of 
us. They scheduled surgery. 
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I went home and called my church and they gave her 
blessings. The next week, the doctor called and 
wanted another EEG, then he changed his mind and 
wanted another CAT scan. Somebody from the church 
suggested we put a blessing on her again, so we 
did. The CAT scan came back negative, so they did 
another one. It was negative, too. 

It always bothered me, that all of a sudden it was 
there and then it was gone. Melissa fell off her 
bike about a year ago and we did another CAT scan 
on her. She had a concussion, but there was 
nothing else there. She had a lot of headaches 
after that and it was always on the right side 
where the cancer was supposed to be. I still 
worry about it, wondering if they were wrong and 
something is there and growing. 

Prior to the seizure episodes, Melissa's mother had 

been concerned about her daughter's health, even during 

her infancy because she seemed to cry so often. Her crying 

was loud and intense, almost as if she was in pain, so her 

mother took her to one doctor after another. She recalled 

taking her to five different doctors in Minnesota and they 

all said, "Physically, there is nothing wrong with this 

child. Some kids are just criers, and she'll outgrow it." 

Melissa's mother remarked that she had also consulted 

several doctors when Melissa's speech and motor development 

seemed so slow, especially compared to the development of 

their first daughter, but again, the doctors were "no help, 

nobody wanted to help." Melissa's general health seemed to 

be good except for seasonal problems with allergies. 

Melissa received allergy injections and used nasal sprays 
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and medication to alleviate the symptoms. Mom mentioned 

"significant" problems with constipation, which she 

attempted to control by encouraging Melissa to eat lots of 

fruit and vegetables. At one point, Melissa's mother 

commented about how difficult it was to dress Melissa 

attractively because her abdomen protruded so much. To her, 

it seemed unusually large, almost as if the abdominal 

muscles lacked any strength. A review of the school 

district's health center records revealed that Melissa 

visited the health center more frequently than most 

children. The vast majority of her visits were for 

stomachaches or headaches. She rarely had an elevated 

temperature when checked, so she usually rested for a few 

minutes under observation and returned to class. A few 

visits to the health center were for bumps and scrapes that 

resulted from falls in the classroom or on the playground. 

Melissa consistently passed the annual vision and 

hearing screenings. As a kindergartener, Melissa was in 

about the 90th percentiles for both height and weight, 

accord~ng to standards set by the National center for Health 

Statistics, and this continued throughout her school years. 

As a third grader, Melissa was compared to children her own 

age who, for the most part, were in fourth grade. She 

continued to be in the 90th percentile for height and the 

87th percentile for weight, making her one of the larger 

girls among predominantly nine year olds in third grade. 



242 

She appeared to be more physically mature than most of her 

classmates, and yet there were a few other children of a 

similar size. 

Interview with Melissa's Mother 

Melissa's mother complimented the teachers Melissa had 

all through school. She felt all the teachers had done a 

"good job" with her, especially in academic areas. She 

remarked, "I think the teachers have worked well, especially 

since Melissa's a problem child. They've got thirty kids to 

teach and it's not easy when a child has problems." 

She felt Melissa had benefitted from the pre-first 

grade program because she just was not ready for a regular 

first grade program and a half-day kindergarten was not 

enough for her, but Melissa did have problems in school 

during the pre-first grade year. She said Melissa was so 

"undeveloped" then, but all the children in the class had so 

many problems that it might have been better to separate 

them into different classrooms. She remembered that the 

years in pre-first grade and first grade were Melissa's 

worst years, behaviorally. The first grade teacher and 

Melissa "butted heads." Melissa's mother stated that 

Melissa's year in third grade had been the best year, 

academically and behaviorally. 

Melissa's mother was concerned about her difficulty 

making friends and reoccurring behavior problems. She 
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thought part of the problem was that children made fun of 

Melissa because of her speech. 

When she gets emotional, happy or sad, she can't 
talk. You can see the muscles pull back and she 
just can't talk. We've tried all kinds of things. 
We had her tonsils and adenoids removed, because 
they said that would help. I wanted her in speech 
this year [third grade], but they told me that she 
was fine the last time they tested her, but now 
they say she needs speech again. I thought she 
should have been in speech in kindergarten, too. 
That's two wasted years when she could have had 
more help. Even the little kids I babysit make 
fun of her when she talks. 

Melissa's mother described how she and her husband 

disciplined Melissa at home when her behavior was 

unacceptable. They had tried many different approaches, 

following the advice of one person or another. They had 

tried to use a "time out" period during which Melissa would 

have to stay in her bedroom by herself. That resulted in a 

battle with Melissa on one side of the bedroom door and 

mother on the other, trying to keep Melissa in her room. 

Spanking Melissa seemed to have no effect whatsoever. At 

one time, taking away treats, such as ice cream, seemed to 

improve her behavior. Melissa's mother stated, "There was 

no controlling Melissa. She's always had problems with her 

behavior." The family enrolled Melissa in a counseling 

program, but were dissatisfied with the manner in which the 

counselor worked with the children, and discontinued it. 

At the time of the interview, another counselor had been 

recommended to them and they were going to pursue that 
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source. 

Summary 

Melissa was a "difficult" infant, according to her 

mother. As Melissa entered the toddler years, her behavior 

became increasingly difficult for her mother to control. 

Melissa's father did not consider her behavior to be a 

problem for him, even as she got older, but he had limited 

contact with Melissa due to his jobs. Melissa and her older 

sister rarely got along well with each other. According to 

Melissa's mother, their interactions were frequently very 

hostile and their frequent fights contributed to a great 

deal of tension in the home. Melissa's behavior and 

physical development concerned her mother long before she 

entered school, but Melissa did not receive any special 

services during her preschool years. 

Melissa's behavior problems were not a major issue 

when she was in kindergarten, perhaps because she attended 

school for only two and a half hours each day and was able 

to maintain some degree of self-control for that period of 

time. However, Melissa's fine motor coordination and 

expressive language difficulties were problems for her in 

the classroom and led to her placement in the pre-first 

grade program. Melissa had been screened by the 

speech/language pathologist in the fall of her kindergarten 

year, but was not evaluated at that time. According to a 
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review of school records, Melissa was not referred for a 

speech and language evaluation until September of her year 

in the pre-first grade program, even though her speech 

quality was unusual when compared to other kindergarteners. 

Melissa exhibited a low tolerance for frustration, even in 

kindergarten. 

By the time Melissa was in third grade, her expressive 

language was greatly improved, but she continued to lack 

a natural flow in her oral speech. Coordination problems 

were also observable, but not to an extent that they 

interfered with classroom activities. Academically, Melissa 

was doing average to above average work, but her behavior 

problems greatly concerned her teachers and parents. 

Melissa was not perceived to be at-risk with regard to 

academic achievement, but was definitely considered to be 

at~risk in terms of her social skills, behavior with other 

children, and behavior in the classroom. She had shown some 

improvement in these areas by the end of the year in third 

grade, but was not "out of the woods." 

Given Melissa's medical history, it would appear that 

many of her difficulties are of a neurological nature, yet 

doctors apparently have not been able to determine that a 

specific problem exists. Melissa's motor development and 

overall muscle tone were not that of the typical third grade 

student, giving her unusual physical appearance. Other 

children would often tease Melissa about her speech and 
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problems. 
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Melissa stated that she loved school and wished there 

were fewer interruptions for vacations. Even with all her 

behavior problems in school, Melissa stated adamantly that 

she never got into trouble at school. Throughout her 

schooling, when confronted about one of her aggressive 

outbursts, Melissa consistently denied responsibility. This 

and other behaviors suggest the possibility of a serious 

emotional problem, necessitating a thorough evaluation by a 

specialist in personality disorders. 
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Jennifer 

Jennifer was born on June 28, 1980, in utah. She had a 

sister who was fifteen and one half months her senior and 

another sister who was thirteen months her junior. A fourth 

girl in the family was seven years younger than Jennifer. 

Jennifer's mother completed college to become a teacher, but 

had not worked outside the home since the children were 

born. Jennifer's father was a college graduate with a dual 

major in chemistry and police science, and was employed as a 

forensic analyst in a law enforcement crime laboratory. The 

family moved to the southwest from Utah shortly before 

Jennifer was enrolled in kindergarten. She did not have any 

preschool experience prior to beginning kindergarten. 

Kindergarten. 1985-1986 

Early in the kindergarten year, the classroom teacher 

completed a behavior rating scale on each student. 

Jennifer's teacher indicated that Jennifer frequently spoke 

in a very soft voice and had difficulty working indepen

dently in the classroom. Jennifer often needed extra help 

when completing tasks. The teacher commented that 

Jennifer's attention span seemed shorter than that of most 

kindergarteners and her vocabulary often seemed immature or 

inappropriate when compared to that of her classmates. 

Jennifer consistently had difficulty when using scissors, 

crayons and pencils. Letter grades on her report card 
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indicated that there was some improvement in these areas 

during the school year, but improvement was needed in the 

area of "takes part in verbal activities." At the end of 

the first quarter, her teacher commented on the report card, 

"Jennifer is quite a bit behind her classmates in [school] 

readiness skills. I see this as a function of her age and 

not because of any learning problems. Her language teacher 

and I will work on readiness skills with Jennifer." 

Jennifer was assigned to a kindergarten readiness group 

instead of a reading readiness group. This readiness group 

was taught by the remedial reading teacher for twenty 

minutes daily and focused on oral language, listening 

skills, and building concepts and vocabulary. [Jason, 

Melissa, and Roberto were also included in this group.] The 

remedial teacher remembered that Jennifer was very quiet and 

did not participate much, even in the small group. The 

teacher remembered that one of the girls in the group used 

to crawl under the table during the lessons and thought it 

had been Jennifer, but she was not sure. The remedial 

teacher recalled that Jennifer seemed very fearful and 

thought her fearfulness was related to her mother's mental 

health problems. During the parent interview, Jennifer's 

parents alluded to mother's "mental health problems" during 

Jennifer's kindergarten year. According to them, that was a 

very stressful time for the entire family and the parents 

were separated for approximately six weeks during which 
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Jennifer's mother took Jennifer and her sisters to stay with 

relatives in another state. Jennifer was withdrawn from the 

school in mid-November and was re-enrolled in January 

following the winter break, missing approximately five weeks 

of school. She did attend kindergarten in another state 

during that time, but said she "hated it" and wanted her 

family to be together again. Jennifer's parents suggested 

that the stress surrounding the family at that time may have 

had some effect on Jennifer's progress in school. Jennifer 

had not received any marks on her report card for the second 

quarter of her kindergarten year due to the move. Her 

kindergarten teacher wrote in the comment section, "Jennifer 

did not attend [name of school] for most of this quarter. 

She will receive a report card at the end of the next nine 

weeks. We're glad to have her back." 

At the end of the third quarter, Jennifer's teacher 

wrote, "We are concentrating on giving Jennifer work or 

tasks that are on her level so she is able to work 

independently and follow directions successfully most of the 

time. ,The level she is working on is below that of an 

average kindergartener." At the end of the fourth quarter, 

the teacher wrote, "It has been a real pleasure seeing 

Jennifer's sunny smile everyday. She tries hard in whatever 

we do and I know she will continue to make good progress 

next year." 

Jennifer's kindergarten teacher was available for an 
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interview concerning her impressions of Jennifer: 

What I can remember of Jennifer was that she was 
extremely shy. She was a very sweet little girl, 
but seemed so immature. I could see her 
developing well along the way but she was so young 
and just couldn't catch up in one year. She would 
sit there and smile a littl~ bit, so you could 
tell she was enjoying class, but she wasn't about 
to come up and tell you so. She definitely did 
not interact in large groups---did not raise her 
hand to respond. She did seem to play with one or 
two other little girls at playtime, though. 

Jennifer made steady progress in the kindergarten math 

curriculum, but had difficulty with reading readiness skills 

and fine motor skills. Retention in kindergarten was 

reco~~ended, on the premise that the extra time would give 

Jennifer the opportunity to mature and acquire the reading 

readiness skills necessary to promote success in the regular 

first grade curriculum. The kindergarten teacher remembered 

having several conferences with Jennifer's father and the 

remedial teacher to discuss Jennifer's progress in kinder-

garten. Jennifer's father expressed concern about how she 

was doing in kindergarten and asked questions about the pre-

first grade program when it became available. The 

kindergarten teacher thought Jennifer's father seemed 

hesitant to accept the recommendation that Jennifer be 

retained in kindergarten, initially, but accepted the 

teachers' recommendations at the end of the school year. 

Pre-first Grade, 1986-87 

During her second year in school, Jennifer was placed 
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in the school's pre-first grade program, which was then 

offered as an alternative to retention in kindergarten. Her 

reading program consisted primarily of Reading Mastery, 

Level I, published by Science Research Associates. In this 

district, Level I is considered "below grade level" for 

first grade because the material presented more closely 

resembles the reading readiness curriculum usually taught in 

the district's kindergarten classrooms. On her report card, 

Jennifer received three "A's" and one "B" in reading and all 

"A's" in phonics and in reading effort for the entire year 

in pre-first grade. Penmanship grades were "A's" and "B's." 

Spelling was not graded until second semester and Jennifer 

received "A's" for the third and fourth grading periods. 

Jennifer's progress in math seemed to be steady, although 

this area on her report card was also marked "below grade 

level." However, she received all "A's" with a single "B" 

during the course of the year. She received "A's" each 

quarter in music and physical education. Conduct grades 

were highly consistent with "A's" each quarter in "controls 

self," "observes school rules," "accepts responsibility" and 

"cooperates." 

At the end of the first quarter, Jennifer's pre-first 

grade teacher wrote on her report card, "Jennifer is doing a 

great job. She is a good worker who does a neat, 

conscientious job on her papers. She is making good 

progress in reading and other areas. She is well-behaved 
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and cooperative. Jennifer gets tired easily and still has 

some immature speech articulation.", At the end of the 

second quarter, the teacher commented, "Jennifer is making 

great progress in reading and math. She is moving to a more 

advanced reading group. She continues to work hard and her 

behavior is excellent. She doesn't seem to be tiring as 

easily as she did at the beginning of the year." Teacher 

comments on the report card for the third grading period 

indicated that Jennifer was continuing to make excellent 

progress in reading and math, her work habits were 

"excellent," and her speech was "much clearer." At the end 

of the year, the teacher wrote, "Jennifer is a wonderful 

girl and I'm happy to have had her in my room. with her 

friendly, cooperative attitude, she will always be a 

pleasant addition to any class." Jennifer was assigned to a 

regular first grade classroom for the following year. 

Special Education Services 

Jennifer was evaluated by the speech and language 

pathologist in the fall of her year in the pre-first grade 

program. She received services during the 1986-87 school 

year and was dismissed from the program at the end of that 

year. Her official special education records were filed in 

the school district's central office and were not readily 

accessible, but the speech pathologist recalled working with 

her. He commented: 
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Jennifer had multiple articulation problems and we 
worked on three or four sounds. She mastered them 
all in one school year, so she did very well. She 
had very good language skills and when a child has 
good language skills, they always learn a lot 
quicker because [during speech therapy] we deal in 
processing language so much. In terms of her 
speech sounds, she was ready to make them and all 
she needed was a little instruction on them. 

Jennifer was very quiet. Because Jennifer was so 
quiet, we really weren't sure if her language 
skills were adequate or not. I always encourage 
teachers to refer students like her so we can make 
sure there are no language problems contributing 
to their reluctance to verbalize. In a small group 
she would speak [up] and occasionally respond 
spontaneously, but if I remember correctly, there 
were also some personal extenuating circumstances 
going on with her family. I think that she was 
preoccupied with some of those things. Then, as 
some of those issues came to closure, it really 
helped her adjustment. 

Jennifer received no other special education services during 

her early SChooling. 

First Grade, 1987-88 

Jennifer was assigned to a regular first grade 

classroom with 27 other children. She was considered to be 

"at grade level" in all academic areas and received "B's" in 

reading both grading periods during the first semester and 

"A's" during the second semester. Her grades in phonics 

were "A's" throughout the year, as were her grades in 

spelling. Her report card reflected two "A's" and one "B" 

in English/grammar. Her first quarter penmanship grade was 

a "B", followed by "A's" each grading period thereafter. 

"Language arts effort" was graded in first grade and 
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Jennifer received "A's" each marking period. Jennifer's 

grades in mathematics were very consistent, ranging from 88% 

to 92%, resulting in two "B's" and two "A's." The school 

district required the placement of letter grades and 

percentage grades on student report cards, and according to 

district policy, an "A" was equivalent to a percentage grade 

of 90-100, a "B" was equivalent to 80-89. Jennifer received 

all "A's" in "Mathematics Effort." Her grades in physical 

education and music were also consistently "A's." Jennifer's 

first grade teacher wrote brief comments on the report card 

each quarter, indicating that Jennifer was a "hard worker, 

cooperative and helpful to other students." At the end of 

the second quarter, the teacher wrote: "Jennifer is making 

good progress. Please have her practice reading each night 

as well as study vocabulary lists quite often." 

Jennifer's first grade teacher provided additional 

information in an interview: 

I don't remember Jennifer being a top student 
right away, but she was doing very nicely. I 
don't remember any specific problems at all. She 
had the initiative to work. It wasn't like you 
had to pull her into the situation to get her to 
work. She had a good, positive attitude. 

I recall that she was very quiet. She had no 
problems inte~acting [with other children]. It 
was just in an adult situation, where she was with 
adults, she was very shy but friendly. [She was] 
not distant but reserved. The family is like 
that. She seemed like she was quite happy. She's 
really a child that is very reserved. She seemed 
very content. I don't recall her ever being tired 
or "out-of-it." She was really attuned to school. 



255 

Jennifer's regular first grade teacher commented that 

she felt Jennifer had benefitted from a year in the pre

first grade program. She stated: "Had Jennifer gone into 

first grade without going to pre-first, I'm sure we would 

have been looking at possible failures down the line. She 

might have overcome her problems, but obviously it would 

have been really hard for her. If we get a few "Jennifer's" 

out of the bunch, the program is well worth it." 

Second Grade, 1988-89 

Jennifer continued to be considered "on grade level" in 

all academic areas. Her second grade report card reflected 

all "A's" in reading, spelling, English/grammar and 

penmanship for the entire year. She received two "A's" and 

two "B's" in mathematics. Her grades in music, physical 

education, and conduct were consistently "A's." Teacher 

comments on the report card indicated that Jennifer was a 

"wonderful student" and doing very well in all areas. When 

interviewed, her second grade teacher remembered her as 

being quiet in class but quick to smile. The teacher could 

recall no apparent problems in any area. She commented, 

"She was a delightful student and seemed to do well in 

second grade." 

Third Grade, 1989-90 

Once again, Jennifer was considered to be "on grade 

level" in all academic areas. Her third grade reading 
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program consisted of a combination of the district-adopted 

basal reading program and literature studies, using 

children's tradebooks. Her percentage grades in reading 

ranged from 86% to 90%, resulting in three "B's" and one "A" 

during the course of the school year. She received all 

"A's" in English/grammar and spelling throughout the year, 

with three "B's" and one "A" in penmanship. Her percentage 

grades in mathematics ranged from 87% to 93%, resulting in 

one "B" and three "A's." She received all "A's" in music, 

physical education, and conduct. 

Teacher comments at the end of the first grading period 

stated: "Jennifer is making excellent progress at this 

time. We are working on her reading comprehension." At the 

end of the second quarter, the teacher wrote: "Jennifer has 

done very well this grading period. She seems .to be gaining 

more self-confidence. Her math skills are very good. I 

enjoy working with her." At the end of the third grading 

period, the teacher wrote: "Jennifer is a very hard worker. 

She has done very well with her multiplication facts. She 

is volunteering [to respond orally in class] much more 

often." The teacher's final comments on the report card 

stated: "Jennifer continued to blossom as the year 

progressed. She has excelled in all areas. Jennifer is a 

sweet and cooperative child. She will be missed at [name of 

school] next year. Good luck to you all." 

. Jennifer's family was planning to move to another city 
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due to a job transfer. Jennifer's third grade teacher 

thought Jennifer was nervous about the anticipated move and 

seemed relieved when the move did not transpire before 

school was out for the summer. The teacher commented: 

One day in March, Jennifer volunteered the 
information that the family was planning to move. 
They had a house lined up but the deal fell 
through, and she was really glad. She didn't want 
to move because she liked it here and felt 
comfortable in our class. She told me that she 
wanted to finish the school year here. I think 
there will be a little bit of regression when she 
does move. 

When first approached about the research project, 

Jennifer's third grade teacher expressed surprise that 

Jennifer had been in the pre-first grade program. To her, 

Jennifer seemed so different from the other children 

included in the study with regard to academic performance 

and behavior. She commented: 

Jennifer is still very shy and quiet, but has come 
an awfully long way. Her skills are great: she's 
high in math and very good in reading. She needs 
so much confidence building, but her academics are 
very good. She's such a careful worker. I see 
her hand up all the time to answer questions, but 
she still talks so low that we can barely hear 
her. Recently, we've been working in groups and 
she's gotten up in front of the whole class as the 
main speaker for her group. 

I worried about her at the beginning of the year. 
She looked like she was in another world, but she 
really was on task. She is always quick to do 
things that you ask her to do. She seemed to take 
a lot of time to get used to the class, but is 
laughing a lot more now than she ever used to. 

When asked if she thought Jennifer benefitted from the 

year in the pre-first grade program, the third grade teacher 
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I think she probably needed that year to grow. 
She's an average student and not ahead of her 
classmates in third grade, by any means. If she 
were to skip a grade, I think she'd end up back on 
the bottom [of the class] and be devastated. I 
think she'll probably sail along fine [in school]. 
She's a hard worker and will always do what is 
expected of her. I think that unless you told 
someone she was in developmental first and had 
some problems, no one would ever know. 

Third Grade Classroom Observation 

When the bell rang indicating the beginning of the 

school day, Jennifer was already seated at her desk looking 

at the review exercises on the chalkboard. She took a 

pencil out of her desk and began copying the sentences into 

a spiral notebook. She continued to write in her notebook 

while the daily announcements were voiced over the loud 

speaker. After the announcements were completed, Jennifer 

stood with her classmates for the Pledge of Allegiance. The 

statutory "moment of silence" followed. Jennifer resumed 

writing in her notebook. She seemed to be writing carefully 

and a glance at her notebook revealed neat cursive 

handwriting. 

Jennifer put her notebook to one side of her desk when 

the teacher announced that it was time to take a math test. 

She appeared to listen attentively to the directions given 

by the teacher. She completed the test and spent several 

minutes looking over her answers. The papers were collected 

by the teacher when everyone was finished. 
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The teacher began going over the review exercises on 

the chalkboard. Jennifer appeared to follow the discussion 

and was called upon when she volunteered to correct a 

grammatical error in one of the sentences. Her response was 

correct. After the exercises were completed, Jennifer put 

her notebook inside her desk. She walked quietly to join 

the line of students at the classroom door after the teacher 

directed everyone to line up to go to the cafeteria/multi

purpose room for a thirty minute physical education class. 

Jennifer walked to the cafeteria with her classmates. Once 

inside the cafeteria, she stood quietly while the PE teacher 

reviewed the rules for behavior and gave directions for the 

first activity. Jennifer participated in all activities, 

seeming to enjoy herself, smiling often. She was very adept 

at jumping rope and attempted each activity when it was her 

turn to do so. She appeared to verbalize and cooperate with 

her partner. During one activity, Jennifer hit the nerf 

ball in such a way that it flew further into the air than 

any previous time. She laughed out loud and put her hands 

over h~r eyes and put her head down, almost as if she was 

embarrassed to have hit it so hard. Each time the PE 

teacher gave instructions, Jennifer would stop what she was 

doing and appear to listen and then would do precisely what 

was directed. At the end of the class, she lined up with 

the other children at the drinking fountain, took a drink 

and walked back to the classroom. 
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Jennifer walked into the classroom and went directly to 

her desk without talking. When the teacher asked the 

children to "quiet down", Jennifer put her finger to her 

lips and made a "shhhh" sound to the children seated near 

her. The children had written a dictated paragraph about 

Earth Day and were preparing to edit their work. The 

teacher had written the paragraph on the chalkboard and 

Jennifer appeared to follow along as the teacher gave 

directions for editing. When finished", she returned the 

paragraph to the child who had written it. Jennifer's own 

paragraph contained two errors, which she corrected when the 

paper was returned to her. Again, her writing was neatly 

done. Jennifer completed her corrections and waited quietly 

while the other children finished theirs. 

The next activity was a timed test on math facts. Each 

student was given a paper with 100 math facts. Different 

students were working on different levels, depending on the 

level previously completed. Jennifer waited quietly until 

her level of difficulty was announced. She walked up to the 

teacher, got her paper and returned to her desk. When it 

was time to begin, Jennifer began writing answers on her 

paper. She finished with time to spare and glanced over her 

answers before giving her paper to the teacher. 

After all the timed tests were collected, the teacher 

instructed the students to take out their social studies 

textbooks. Jennifer complied and appeared to follow the 
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discussion, frequently raising her hand to respond to the 

teacher's questions. The teacher then asked the students to 

take out their social studies workbooks and gave directions 

for completing a page related to the lesson. The task 

involved tracing the route a letter followed from the time 

it was mailed until it reached its destination. Jennifer 

appeared to work carefully. At one point she whispered to a 

student sitting next to her and was handed a crayon. As the 

teacher went over the workbook page, Jennifer seemed to 

check her own responses and frequently raised her hand to 

supply the answer to the teacher's questions. When called 

upon, her answer was correct and she seemed to have no 

difficulty with the workbook page. 

Students were then asked to get ready for lunch. 

Groups were called to go to the sink to wash their hands 

while others remained at their desks. Jennifer waited 

quietly until her table group was called, washed her hands, 

picked up her lunch box, and waited patiently for the 

teacher's direction to form a line at the classroom door. 

Interview with Jennifer 

Jennifer was cooperative during the interview, 

answering all questions, but did not interact with the 

researcher in the same conversational manner adopted by a 

couple of the other children in the study. She seemed 

uncomfortable being the center of attention and would 
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respond briefly to queries and then wait for the interviewer 

to proceed. Jennifer's parents co~ented that they saw the 

same behaviors at home and often had to make special efforts 

to get her to talk to them about her thoughts, concerns or 

feelings---she seemed to be a child who does not verbalize 

with others a great deal. 

During the course of the interview, Jennifer stated 

that she enjoyed the timed math facts tests more than any 

other single school activity. Her second favorite activity 

was reading. When asked if she was a good reader, she 

replied, "I don't know." At the time of the interview, she 

was reading a paperback book that appeared to be at or above 

a third grade reading level and was able to provide 

considerable detail when asked to tell about the book, 

although she was reluctant to suggest what she thought might 

happen next in the story. Jennifer stated that she was 

especially good in "behavior" and had received many stars on 

the behavior chart for following all the classroom rules. 

She also enjoyed art activities, particularly painting and 

drawing, but did not like English. 

Jennifer stated that the current year in school, third 

grade, was her best year in school to date, but when asked 

to explain why she thought that was the case, she replied, 

"I don't know." She said she enjoyed school "sometimes" but 

would not elaborate on the topic. When asked to think back 

about her earlier years in school, Jennifer recalled that 
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her kindergarten teacher read stories and the students had 

"Show and Tell" and did fun things during the year. When 

asked if she liked "Show and Tell", Jennifer replied, "I 

guess," but did not sound convincing. She mentioned that 

she attended kindergarten for "a couple of days" in another 

state and did not like it there because that school had a 

lot of clocks and she did not know how to tell time. She 

mentioned that she did not like kindergarten in her current 

school, either, "because there was a class to learn how to 

read and one for fun art and I wanted to be with the kids 

that read, but I was with the activities. I don't think I 

got it going too good, the reading part. I don't know why. 

I guess it was because I didn't know how to read that well 

or something." Jennifer thought she learned to read during 

her year in the pre-first grade program. 

During recess Jennifer enjoyed playing on the monkey 

bars and the playmaster apparatus on the playground. She 

named four girls in the third grade classes that were her 

friends. She remarked that one of her friends "bugged her" 

occasionally by begging for parts of her lunch. Jennifer 

usually packed her own lunch at home and brought it to 

school each day. One friend in particular would try to get 

Jennifer to give her some of the contents. 



Table 9: Summation of Jennifer's Report Card Grades 

Grades Reported for each Quarter 

Pre-first First Second Third 
** Grade Grade Grade Grade 

Readinq A.A.B.A B.B.A.A A.A.A.A B.B.B.A 
Not Not 

Phonics A.A.A.A A.A.A.A Graded Graded 
Not 

Enqlish Graded NG.A.B A.A.A.A A.A.A.A 

Soellinq NG.A.A NG.A.A.A A.A.A.A A.A.A.A 

Handwritinq A.B.B.A B.A.A.A A.A.A.A B.B.B.A 

Mathematics A.A.A.B A.B.A.B B.A.A.B B.A.A.A 
Not Not Not 

Social Studies Graded Graded Graded A A.A.A 
Not Not Not 

Science/Health Graded Graded Graded A.A.A.A 

Music A A.A.A. A.A.A.A A.A.A.A A.A.A.A 
Physical 

Education A.A.A.A A.A.A.A A.A.A.A A.A.A.A 

Conduct Grades A.A.A.A A.A.A.A 
Academic Effort 

Coooerates A.A.A.A A.A.A.A A.A.A.A I A.A.A.A 
Included in 

Controls Self A.A.A.A A.A.A.A Conduct 
Observes Included in 

School Rules A.A.A.A A.A.A.A Conduct 
Accepts Incl. in 

Resoonsibility A.A.A.A A.A.A.A Conduct A.A.A.A 

'It* Indicates student was considered to be "below grade 
level" in all academic areas. 

" 
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Table 10: Jennifer's Achievement on Standardized Tests 

IOWA TEST OF BASIC SKILLS 

Scores reported in percentiles 

Pre-first First Second Third 
Grade Grade Grade Grade 

Not 
Listeninq 48 77 56 Tested 

Not 
Word AnalYsis 35 64 59 Tested 

VocabularY 23 76 35 42 

Readinq 2 73 43 56 

Soellinq 26 42 50 65 
Not 

Capitalization Available 95 73 84 

Punctuation 6 91 83 71 

Lanquaqe Usaqe 12 67 89 62 
Not 

Lanquaqe Total Available 84 80 73 

Math Concepts 40 74 14 64 

Math Problems 2 70 25 64 
Math 

Computation 10 71 35 68 

Math Total 8 75 19 67 
Basic Skills 

Composite 13 68 44 56 

Jennifer was given the Otis Lennon Intelligence Test 

during her pre-first grade year and again during her year in 

regular first grade. Her IQ was measured at 103 the first 

time and 98 the second time. 

Other School Personnel's Perceptions of Jennifer 

The music teacher had worked with Jennifer for several 
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years. When asked to describe her she remarked: 

I'd forgotten she was in that class until you 
mentioned her name. When she was in develop
mental, she was just really shy and unsure of 
herself, but she was never a behavior problem, 
obviously. She was very timid and is still not 
the outgoing soloist person, but she is just fine. 
She doesn't volunteer a lot to do things, but 
she's holding her own just fine. She's very quiet 
and doesn't draw much attention to herself. She 
seems to enjoy music, but I get her mixed up with 
her sisters, they look so much alike. It's easy 
to get them confused when I only see each class 
two times a week and have so many classes of 
children back to back. 

The physical education teacher was not sure who 

Jennifer was in the class of 32 third graders. Several of 

the children in the class demanded frequent attention and 

his time was often spent with them. Neither the school 

principal nor his administrative assistant had any personal 

contact with Jennifer or her parents. 

Health and School Attendance 

Jennifer's school attendance was very regular, missing 

not more than six days in any given year. She was absent 

only one day during her year in pre-first grade and earned 

recognition for perfect attendance when in second grade. A 

review of the school district's health center records 

revealed that she passed the annual screening exams for 

vision and hearing without any problems. She rarely visited 

the health center with physical complaints of any kind. Her 

height and weight measurements placed her in the average 
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range for her age according to standards set by the National 

center for Health statistics. 

Interview with Jennifer's Parents 

Both of Jennifer's parents participated in the home 

interview. They commented that Jennifer cried more as a 

baby than had any of the other children. Jennifer's mother 

attributed the frequent crying to overfeeding her as an 

infant. Every time Jennifer would fuss, she would feed her 

and did not realize she was overfeeding her until the third 

child was born. They suggested that Jennifer, fifteen and a 

half months younger than the oldest child and thirteen 

months older than the third child, did not receive much of 

their attention in her early years. As the girls got a 

little older, they all played together a great deal and 

enjoyed playing with dolls and making doll clothes. 

Jennifer's mother taught all the girls to do cross-stitch 

and embroidery, as well as play the piano. Each of the 

girls was expected to help out in the home by doing jobs 

such as washing dishes, vacuuming and dusting. 

Jennifer's parents observed that Jennifer often tried 

to get attention from her sisters by pestering them. She 

seemed to be left out when the other two played together and 

would do things to make them angry. Jennifer's parents 

tried to give her more individual attention and that seemed 

to help the situation. Jennifer's parents characterized her 
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as being very sensitive and the quietest of the four girls 

in the family. She seldom expressed her feelings and would 

often start crying before they realized something was 

upsetting her. When that happened, they tried to get her to 

tell them what was wrong, but she seldom volunteered 

information about her ~eelings or activities at school. 

Jennifer's father reported that she loved to be 

outdoors and was especially fond of the family dog, which 

she was expected to feed, water, and exercise. Once in a 

while at bedtime, Jennifer would remember that she had not 

taken care of the dog and would become very upset that he 

might be hungry. At one point, Jennife~ thought she wanted 

to be a veterinarian until she found out that they 

occasionally put sick animals to sleep. She could not bear 

the thought of doing that. 

Jennifer and her sisters spent most of their time 

playing with each other, only infrequently playing with 

other children in the neighborhood. Occasionally, one of 

the girls would have a friend over or go to another child's 

house if it was close to their home, but the family spent 

most of their time together. They usually made an annual 

trip to visit family out of state. 

Jennifer's mother experienced some "mental health 

problems" during Jennifer's kindergarten year. As mentioned 

in the introduction, both parents felt this was a very 

stressful time for the entire family. Jennifer and her 



269 

sisters accompanied their mother to another state while her 

father remained behind. Jennifer's mother stated, "She was 

always saying how much she missed her Daddy, and she was 

wishing we could be together." Both parents thought this 

may have had a significant impact on Jennifer's adjustment 

to kindergarten. Jennifer's parents commented that they 

thought the kindergarten report card did not accurately 

reflect Jennifer's progress in kindergarten. To them, it 

appeared that she was doing fine in the program and teacher 

comments on the papers Jennifer brought home indicated that 

she was "doing fine." At first, they did not realize she 

was being graded differently than most of the other 

kindergarten children and were surprised when the teacher 

suggested she be placed in a pre-first grade program instead 

of a regular first grade. They felt frustrated at the time 

because it was not clear to them what Jennifer needed to be 

able to do in kindergarten to be considered "on level." 

Their older daughter had attended a kindergarten 

program in another state with a curriculum that had more of 

a soci~l emphasis as compared to the more academic emphasis 

of the kindergarten program Jennifer experienced. 

Jennifer's parents thought these expectations were not 

clearly communicated to them at the beginning of the school 

year. After several conferences with the kindergarten 

teacher and the remedial teacher, they were convinced that 

the pre-first grade program was appropriate for Jennifer. 
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Looking back on that decision, they felt the program was 

everything they expected it to be and was of great help to 

Jennifer. While in the pre-first grade program, Jennifer 

learned the alphabet and the sounds of letters. Jennifer's 

father remarked, 

She was not ready to begin reading and needed a 
little more basic stuff to work her into the first 
grade level. If she had gone into regular first 
grade, she would have been so lost she would not 
have accomplished anything. 

It seems to me that kindergarten in this district 
was not really kindergarten, the way I understood 
kindergarten, but more of a first grade. Because 
of what Jennifer had gone through and her June 
birthday, she was not up to having first grade 
material in kindergarten. 

I am a firm believer that you should not teach a 
kid any more than their maturity can handle. I 
have noticed a big difference between Jenny and 
her older sister when it comes to learning math. 
Just because Jenny is a year older, she's a little 
bit more mature and she handles it better. 

Jennifer's parents stated that her progress in school since 

the year in pre-first grade has been very steady, with 

improvement each year. Both parents agreed that the current 

year in third grade was Jennifer's best year in school. 

They felt Jennifer improved each year and hoped she would 

attend college one day. 

Summary 

Jennifer's family moved to the southwest shortly before 

her kindergarten year. Jennifer's mother had been very 

close emotionally to her own family and moving away from 



271 

them to a far-distant, unfamiliar city and coping with three 

young children may have contributed to the "mental health 

problems" she experienced during Jennifer's year in 

kindergarten. It was a very stressful time for the entire 

family. Jennifer's parents felt Jennifer had not gotten the 

attention she needed, especially as the middle child, during 

the years prior to the birth of the fourth child. Jennifer 

was extremely timid in large group situations and beginning 

school must have been a tremendous adjustment for her, 

especially when so much was unsettled at home. In addition 

to these influences, her birthdate at the end of June made 

her one of the youngest children in her class. 

Jennifer was recommended for the pre-first grade 

program because her kindergarten teacher and the remedial 

teacher thought the extra year would allow her ,the time she 

needed to acquire the reading readiness skills necessary for 

success in the regular first grade curriculum. The teachers 

were also concerned about Jennifer's fine motor skills, her 

language development, her ability to work independently 

after teacher directions, and her apparent timidity in large 

group situations. It was believed that placement in a class 

with fewer students would provide a less threatening 

environment and a learning pace that would allow Jennifer to 

experience academic success. By the time Jennifer was in 

third grade, none of the characteristics that contributed to 

her ,placement in the pre-first grade program were 
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observable. During her year in the pre-first grade program, 

Jennifer did receive services from the speech/language 

pathologist for a few articulation inaccuracies, but was 

dismissed from the program at the end of the year. No other 

special education services were necessary, nor were any 

modifications in the regular curriculum or instructional 

program required for Jennifer to experience a high degree of 

success. 

When Jennifer was in third grade, her teachers 

perceived her to be a very good student of high average 

ability. As was mentioned previously, her third grade 

teacher expressed surprise that Jenni'fer had ever been in 

the pre-first grade program because she seemed so different 

than the other children in the study. She was "sailing 

along in school." Jennifer, herself, seemed to feel 

positive about school and learning, although she did comment 

to her parents, "I flunked kindergarten." She made this 

comment when her parents explained the research project to 

her. The researcher had the impression that Jennifer 

believed she was a good student, but was not really sure how 

well she was doing in school. It may be that she was 

reluctant to verbalize her true feelings with an adult she 

did not know well, but she seemed to lack a strong sense of 

self-confidence as a third grader. It would seem that 

Jennifer made tremendous progress in all areas, academic and 

social, during her years is school. She no longer was 
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considered at-risk of school failure by her teachers or 

parents. All the adults interviewed held high expectations 

for her success in the traditional school setting. 

Jennifer, like both of her school-aged sisters, was a 

hardworking student doing average to above average work in 

all school subjects. 

Discussion 

The five case studies presented illustrate only a 

portion of the vast complexities surrounding young children 

thought to be at-risk of school failure. Each case 

describes a student who was considered to be at-risk of 

failure in the regular first grade curriculum and was 

recommended for placement in the pre-first grade program 

after a year in kindergarten. Discussion of the five case 

studies follows. 

It is interesting to note that each of the children in 

this particular sample came from situations in which both 

parents were residing in the home. However, the amount of 

parental involvement in each child's schooling varied 

considerably. Each family lived in a single family 

residence which they owned or rented. Perhaps this family 

configuration contributed to the fact that all the children 

studied attended this particular school for five consecutive 

years, which was one of the criteria for inclusion in the 

research sample. 
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Of the five children studied, Wayne was the only one to 

attend preschool. Jason spent large amounts of time in a 

daycare center prior to enrollment in kindergarten, while 

Roberto, Melissa, and Jennifer were cared for in their own 

homes by their mothers. Three of the five sets of parents 

had been concerned about their child's development prior to 

enrolling them in school and sought assistance from medical 

doctors. Wayne's parents were the only ones to provide 

early intervention assistance, perhaps as a result of their 

persistence and the severity of Wayne's developmental 

problems. Wayne was the first born in his family, Melissa 

was the younger of two children, while Roberto, Jason, and 

Jennifer were middle children in families of three, four, or 

five children. 

All five children had spring or summer birthdates, 

making them the younger children in kindergarten with the 

cutoff date for kindergarten enrollment requiring that 

school entrants be five years old before September 1, 1985, 

of the year they began school. Coincidentally, the children 

had bi~thdates that fell one per month for the months April 

through August. 

All five of the children in the sample had problems 

with oral communication when they were in kindergarten. 

Jennifer appeared to have a good language foundation, but 

misarticulated a few sounds. She was dismissed from the 

speech/language program after just one year. Jason had a 
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preschool history of language problems and was evaluated two 

different times because his teachers were concerned about 

his usage of language. He did not qualify for special 

education services because he fell within the low average 

range for children his age and cognitive ability on the 

evaluation measures utilized, but his academic progress was 

probably affected negatively as a result of his lack of 

facility with language. Roberto was considered to have 

limited English proficiency, while both Melissa and Wayne 

had more serious problems with receptive and expressive 

language. Melissa also misarticulated several sounds. All 

five children had difficulty listening and following oral 

directions in kindergarten, which may have been symptomatic 

of their difficulties with language. This may also have 

been a factor contributing to what teachers considered an 

"attention span not adequate to activity", because most 

kindergarten activities that require attending behaviors 

occur when a teacher is communicating verbally, such as 

reading aloud, explaining directions, etc. The pre-first 

grade program may have enhanced language development, but it 

would appear that, especially for Roberto, Wayne, and 

Melissa, a more concentrated program of language therapy was 

needed. 

Similarly, all five children had difficulty with paper 

and pencil tasks, using crayons and scissors. These areas 

of school readiness are often thought to be developmental in 
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nature, in that each child matures at a different rate and 

some children need more time to reach specific developmental 

milestones. While this proposition may be true to some 

degree, it can also be argued that certain environmental 

conditions facilitate language and fine motor development. 

It is also possible that poor fine motor control is a 

symptom of a neurological problem. Yet, in most cases, 

in-depth diagnostic assessments were not performed prior to 

making instructional decisions that essentially placed these 

at-risk learners in a different group for instruction, one 

that did not receive teaching in associating letters and 

sounds. This associative knowledge, more than any other, is 

considered to be a pre-requisite for learning to read in 

first grade. Instead, these children, who appeared to have 

difficulties with language, were placed in a remedial group 

for language concepts and vocabulary, while their 

kindergarten classmates received instruction in associating 

letters and sounds. 

At the end of their year in kindergarten, the at-risk 

children were placed in the pre-first grade program that was 

expected to provide a learning environment with more 

individualized instruction in these areas. The stated goals 

of the pre-first grade program were to provide instruction 

at which students could be successful and to move them into 

the first grade curriculum as quickly as possible. There 

was an initial expectation that some of the children might 
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be able to go on to second grade the following year. This 

did not happen after the first year of the program; all of 

the children in the class went into regular first grade 

classrooms the following year. 

Jason and Melissa were very physically active children 

in kindergarten, often responding to situations impulsively. 

Melissa was usually able to achieve an acceptable level of 

self-control in the classroom, but Jason seemed to be unable 

to focus his attention for even a short period of time and 

disregarded many of the rules for behavior in the classroom. 

Many educators believe that attention span increases with 

age and is, therefore, developmental in nature. Again, this 

may be true to some degree, but impulsivity and 

hyperactivity are also symptomatic of Attention Deficit 

Hyperactivity Disorder (ADHD), which usually requires more 

than maturity to control. The causes of ADHD are not fully 

understood, but may include neurological immaturity, 

inherent genetic problems, or fetal exposure to harmful 

substances (Murphy and Della-Corte, 1987). If so, simply 

providing an extra year for maturation to occur is not 

likely to alleviate behaviors that may be interfering with 

the child's ability to learn in a traditional classroom 

setting. 

Due to the severity of his disabilities, Wayne 

qualified for special education services as Learning 

Disabled prior to entering kindergarten, while Melissa was 
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evaluated and placed in the same program near the end of her 

first semester in the pre-first grade program. Jason was 

not evaluated for a Learning Disability until he started 

regular first grade, even though his mother had provided the 

school with information regarding a family history of 

reading disabilities. Again, the smaller student/teacher 

ratio in the pre-first grade program may have provided more 

individualized attention for the children, but a more 

concentrated delivery of special education services might 

have resulted in greater academic achievement. 

The curriculum presented in the pre-first grade program 

overlapped the kindergarten and the first grade curricula, 

so it was decided to use the regular first grade report card 

to communicate student progress to parents. Therefore, all 

of the children in the pre-first grade program were marked 

"below grade level" in all academic areas on their report 

cards. The following year when the children entered first 

grade, three of the five were considered to be "on grade 

level" in reading throughout the year in regular first grade 

and received "A's" and "B's" with only one "C". Roberto was 

considered to be "below grade level" in reading during the 

first grading period of the year, but made sufficient gains 

to move into the average range after the first quarter. 

Jason was marked "below grade level" and continued to 

struggle with reading, even with a "double dose" of 

instruction from his classroom teacher and the LD resource 
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teacher. During this time, he was also tutored by another 

first grade teacher after school. Interviews with two of 

the three teachers gave the impression that Jason's reading 

instruction was fragmented to some degree, in that each 

teacher worked with him in their own way, seldom 

coordinating the instruction he received. All five of the 

children were considered to be "on grade level" in first 

grade math and received "A's" and "B's" throughout the year. 

Students in pre-first grade and regular first grade 

were given the same level of the Iowa Test of Basic Skills. 

Generally, the achievement scores attained at the end of 

regular first grade were significantly higher than those at 

the end of pre-first grade, with the exception of Wayne. 

Wayne's achievement scores indicated significant improvement 

in vocabulary, reading, spelling and punctuation 

contributing to a 39 percentile gain in his Basic Skills 

Composite. Unfortunately, those gains were not maintained 

in subsequent years on the standardized tests. 

The Basic Skills composite percentiles provide one 

measure of student academic progress. Scores on a 

nationally normed standardized test permit comparison of 

these students' academic achievement with that of students 

in the norming sample, thereby, viewing their progress 

through a lens other than that provided within the local 

school system. Examination of these scores reveals a 

pattern indicating significant growth in achievement by the 
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end of regular first grade, but all student scores declined 

significantly by the end of second grade. This phenomenon 

has been referred to as a "retention glow effect" by some 

observers. Jason's composite score was not available 

because he did not take some of the subtests, but given the 

scores on those he did take, it is likely his composite 

score would also have dropped significantly. Wayne's 

composite score at the end of second grade was comparable to 

his score at the end of pre-first grade and remained similar 

at the end of third grade. At the end of third grade, 

Roberto's composite score declined by five points and 

Jason's dropped to the first percentile. Both Jennifer and 

Melissa showed improved composite scores by the end of third 

grade, placing them at the 56th percentile. 

The patterns reflected on the standardized test scores 

tend to mirror the report card grades. Wayne and Jason 

required modifications in the third grade curriculum and 

classroom expectations. Roberto was perceived to be a low 

average student by his teachers, doing fairly well in·the 

third grade curriculum. Jennifer and Melissa were strong 

students, academically, although Melissa's behavior was a 

concern to her teachers and parents. 

All five children had siblings who attended district 

schools. Melissa's sister and both of Jennifer's sisters 

were all considered average to high average students 

academically. Wayne's younger sister and Roberto's younger 
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sister were doing well in school, but Roberto's older 

brothers were having difficulties in school and were both 

participatin9 in the LD program. Jason's older brother had 

a great deal of difficulty academically and had been 

retained in kindergarten. Jason's younger sister was also 

participating in the LD program. This would seem to 

indicate that some children perceived to be at-risk of 

school failure are from families in which there exists a 

history of difficulty with learning and yet, this is not 

necessarily the case. 

Jason and Melissa visited the health center more 

frequently than most children attending the school. Melissa 

recurrently complained of headaches and stomachaches, which 

seems to coincide with her medical history of seizures and 

problems with constipation. The majority of Ja~on's visits 

to the health center were for bumps and scrapes incurred on 

the playground. This, too, seems to correspond with his 

high level of physical activity and impulsive behavior. 

As third graders, the five children studied were not 

all perceived as being at-risk of school failure. Three of 

the five were performing relatively well in the regular 

curriculum and seemed to "blend in" with their peers, 

although Jason and Wayne continued to have a great deal of 

difficulty academically. The third grade teachers thought 

all five children seemed appropriately placed with regard to 

their social maturity. Chapter 5 will present more 



discussion concerning the research conclusions and other 

relevant issues. 
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CHAPTER 5 

FINDINGS AND INTERPRETATIONS 

This chapter contains four sections. The first section 

discusses the research questions posed in Chapter 1, the 

second section deals with issues that emerged during the 

research, the third section presents considerations for 

policy makers, and the final section suggests areas for 

further research. 

Research Conclusions 

The first question was: 

What learner characteristics contributed to 
placement in the developmental first grade 
program? 

Examination of the five case studies yielded a cluster 

of similar characteristics that contributed to each child's 

placement in the pre-first grade program. These children 

did not exhibit all the skills thought to be necessary for 

success in the regular first grade classrooms at this 

particular school at the same time as their kindergarten 

peers. Each was observed to have a language related 

difficulty, such as limited vocabularies, multiple 

articUlation errors, and/or serious receptive/expressive 

language difficulties. Four of the five children qualified 

for special education and received speech/language services 

at some time during their first two years in school. While 
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the fifth child did not qualify for services, he was 

considered to be at the lower end of the average range when 

evaluated for language development. Perhaps related to the 

language problems, all five children had difficulty 

listening, following teacher directions, verbalizing in 

group activities, and completing tasks independently after 

directions were given. 

similarly, all five children had difficulty 

manipulating pencils, crayons, and scissors successfully 

as compared to other kindergarteners. They were perceived 

as having short attention spans and difficulty paying 

attention to instruction in the classroom. Jason, more than 

any of the other children, had difficulty sitting still for 

even a short period of time. He was very active physically 

and highly distractible. Melissa, too, was easily 

distracted and had difficulty completing tasks. Roberto had 

a tendency to "clown around", while Wayne and Jennifer would 

frequently withdraw from or not get involved in classroom 

activities. Jason and Roberto had difficulty settling into 

classroom routines. Neither was interpreted by teachers as 

deliberately refusing to cooperate, but they seemed to be 

much more interested in the wooden blocks, puzzles, and 

other classroom toys and preferred to play instead of 

participating in the activities the teachers had planned. 

All five children lacked reading readiness skills in 

that they did not recognize many of the letters of the 
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alphabet and knew few of the sounds of letters by the end of 

the kindergarten year. The majority of kindergarteners knew 

most, if not all, of the letter sounds and many children 

were able to read a few words. Math readiness skills were 

not as problematic for these children, but some weaknesses 

were apparent with a couple of the children. 

Of all the characteristics described, the lack of 

reading readiness skills persuaded teachers to recommend 

placement in the pre-first grade program. The children 

recommended for placement, including this study's five, were 

among the lowest achievers in the kindergarten classrooms. 

Teachers believed the smaller student/teacher ratio would 

provide a more individualized program that would facilitate 

acquisition of necessary skills and work habits. When the 

program was designed, placement in the pre-first grade was 

not intended as a retention, because students who made 

sufficient progress could be promoted to second grade the 

following year. However, the following year, when the 

children were placed in regular first grade classrooms, they 

were designated as retentions for record keeping purposes. 

Philosophically, some parents and school personnel viewed 

the diversion into pre-first grade as different than a 

retention because its curriculum was a combination of what 

is usually provided in kindergarten and at the beginning of 

first grade. Essentially, the program spreads the 

curriculum that is usually taught in two years over three 
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years for children who are perceived as needing more time 

for learning. In subsequent years, a couple of children in 

the pre-first grade actually were promoted to second grade 

after a year in the program. 

The second question guiding the research project was: 

Are the characteristics that contributed to the 
child's original placement in a developmental 
program still observable in the child as a third 
grader? 

When compared with other third graders, two of the five 

children's oral language appeared to be unusual. Wayne and 

Melissa lacked fluidity when communicating orally. Both 

children seemed to lack spontaneity when responding 

verbally, as if the process of phrasing their thoughts 

required additional time. Melissa also had difficulty 

articulating multisyllabic words and had recently been re

evaluated at her third grade teacher's request. After 

having been dismissed from the program the previous year, 

she was once again to receive services from the 

speech/language pathologist. Roberto and Wayne frequently 

needed to have directions repeated and clarified, but 

Jennifer appeared to have no difficulties in any area 

involving language. 

Wayne and Jason continued to have some difficulties 

with handwriting. Wayne's was legible but his writing was 

somewhat laborious and jerky. Jason had difficulty with 

letter formation and placement of the letters on the lined 
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paper and avoided writing whenever possible. Roberto, 

Melissa, and Jennifer seemed to have no difficulties with 

handwriting. During PE activities, Wayne and Melissa were 

observed to have some coordination difficulties, but did not 

appear significantly different than their classmates. 

Jason continued to have a great deal of difficulty with 

reading as a third grader. Roberto was in the average range 

and Wayne could read with fluency, but had difficulty 

understanding some of the material he read. 

Jennifer had no difficulties academically. 

Melissa and 

As children 

progress through the grades, reading becomes an increasingly 

important aspect of learning, in that. content area textbooks 

are used with greater frequency. Students who have 

difficulty with reading tend to have more difficulty 

acquiring new information and taking tests over material. 

Jason continued to be extremely active physically. 

Melissa was less overtly active, but seemed to have a higher 

activity level than most of her classmates. Both Melissa 

and Jason were observed to be easily distracted, but Melissa 

was better able to refocus her attention. Roberto appeared 

to be on task most of the time and Jennifer was seldom off 

task. Wayne was observed to attend to visual tasks with 

much greater concentration than those involving solely 

auditory input. For example, when the teacher explained 

something orally, Wayne would look around the room or 

manipulate things on his desk, but if the task involved 
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following alon~ ~n a workbook or looking at a diagram on the 

chalkboard, he appeared to focus his attention. 

Even though several of the children as third graders 

continued to exhibit some of the characteristics that 

distinguished them from their kindergarten classmates and 

led to their referral to the pre-first grade program, they 

tended to "blend in" with their classmates in many ways. 

With the exception of Jason, these children were not the 

lowest achievers in the classroom, nor did they necessarily 

require as much individual attention from the teachers as 

did some of their peers. 

The third question guiding the research was: 

What special education services or modifications 
in the regular curriculum/instructional program 
have been provided for these children as they 
progress through the primary grades? 

Jennifer was the only child of the five who did not 

require any special services or curriculum modifications 

after her year in the pre-first grade program. Jason and 

Wayne qualified as Learning Disabled and continued to 

receive special services; both required modifications in 

grade level curriculum/expectations in one form or another. 

Melissa was also enrolled in the LD program during her year 

in pre-first grade, but was dismissed from the program at 

the end of second grade. Academically, she made steady 

progress, but her behavior necessitated an individualized 

program. She was re-enrolled for speech/language therapy at 
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the end of third grade, making her the only one of the five 

remaining in that program. Roberto occasionally required 

extra assistance from the classroom teachers, but was making 

progress in the regular curriculum. 

The fourth research question involved perceptions of 

the students held by parents and teachers. It asked: 

How do teachers and parents perceive these 
students in the years following participation in 
a developmental first grade? 

Jennifer was unique in that she was not perceived to be 

at-risk of school failure by her parents or any of her 

teachers after pre-first grade. Wayne and Jason, at the 

other extreme, were perceived to be definitely at-risk of 

school failure by their parents and teachers at all grade 

levels. Melissa's year in regular first grade seemed to be 

her worst year behaviorally, causing concern to her parents 

and teacher. After that year, she made strong enough gains 

academically that she was not perceived by teachers or 

parents to be at-risk of academic failure. However, she was 

perceived to be at-risk behaviorally. Roberto's mother 

expressed delight with his academic progress by the time he 

was in third grade, but his classroom teacher was concerned 

that he might not continue to make steady progress in the 

years ahead. She thought he was vulnerable to negative 

influences, but he was certainly not as great a risk of 

school failure as several other children in the class. 

When teachers were asked how they perceived the 
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targeted children with respect to their social interactions 

with other third graders, none considered the children to be 

more socially mature than their third grade peers. In fact, 

a couple of the children studied were thought to be less 

mature in their social skills than most of the children in 

the third grade who, for the most part, were a year younger. 

Teachers were reluctant to state whether they felt the 

year in pre-first grade benefited these children, but 

thought all of the children would have 'had even more 

difficulty academically if they were now in the fourth grade 

instead of third. Even Jennifer, who was the most 

successful of the five, was thought to be appropriately 

placed in third grade. Her third grade teacher thought she 

would not have made the academic improvement nor the gains 

in self-confidence that she achieved had she been in fourth 

grade. The teacher was concerned that Jennifer's 

anticipated move to another city and school system might be 

a difficult adjustment for her. 

The final research question dealt with the children's 

perceptions of their schooling experiences. It was: 

What are the child's perceptions about his/her 
schooling experiences, including recollections and 
attitudes toward school and learning? 

Melissa was the most enthusiastic about school and was 

adamant that she never got into trouble. Jennifer, Roberto, 

and Wayne seemed to enjoy many things about school, but 

Jason gave the impression he was there only because he had 
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no choice in the matter. The children all spoke freely 

about their school experiences when interviewed and with the 

exception of Roberto, made references to the pre-first grade 

class without seeming to look upon it as a retention. 

Roberto vehemently denied that he had been in the pre-first 

grade class and would not discuss any aspect of that year of 

his schooling. However, Jennifer's parents commented that 

she had told them that she "flunked" one year. 

Melissa appeared to be the most confident about her 

academic abilities, with the other children expressing 

varying degrees of uncertainty about their strengths and 

weaknesses as students. School seemed to be hard work for 

Wayne, whereas Roberto seemed to be the most social of the 

five children. Jason appeared to do only what he was forced 

to do in the classroom, and Jennifer seemed to quietly go 

about her assignments with relative ease. 

Of course, it is not possible to determine how the 

targeted children would have done in school had they been 

assigned to regular first grade programs instead of the pre

first grade. Had they been in situations where the 

expectations for performance, both academically and 

behaviorally, were higher, they might have made more growth 

in those areas. On the other hand, they might have been 

completely overwhelmed by the expectations and failed to 

make any progress whatsoever. One can only speculate as to 

what. might have happened, but it does seem clear that other 
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interventions for young children thought to be at-risk of 

school failure should be considered. A close examination of 

the characteristics contributing to a child's at-risk 

designation should precede placement in a particular 

program. It may well be that a pre-first grade program is 

beneficial for some children, but not others. Given the 

current knowledge of the characteristics of at-risk 

children, it is virtually impossible to predict which 

children will benefit from a retention and which ones will 

not. Further, given the cost to the district of providing 

an additional year of education, plus the research on the 

consequences of retention (Johnson, 1984), the pre-first 

grade program must be viewed with some skepticism. 

Emergent Issues 

As might be expected in a qualitative research project, 

a number of issues surfaced during the course of the study. 

The major ones are highlighted in this section. 

The children in this study all had birthdates that 

occurred in the spring and summer months, making them some 

of the younger children in their kindergarten classes. A 

high percentage of children recommended for developmental 

programs nationally tend to be younger than many of their 

peers. At five years of age, a four to six months age 

difference is proportionally more significant than the same 

age difference in later years. If younger children are 
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frequently designated as being at-risk of school failure, a 

close examination of school curriculum, expectations for 

achievement, and teaching methods is indicated. As 

mentioned in Chapter 2, the curriculum now taught in 

kindergarten closely resembles in many areas what was once 

taught in first grade. Perhaps the expectations held by 

many school systems are unrealistic for the populations now 

entering those systems, thereby, placing many learners at

risk of failure. 

students considered to be at-risk of failure are often 

provided with different instruction" and/or different 

curriculum in an effort to remediate their apparent 

weaknesses. Curriculum variation was introduced during 

kindergarten for the children included in this study. 

Instead of receiving instruction in associating letters and 

sounds, these children received instruction designed to 

improve their use and understanding of language, predicated 

on the belief that language development was a prerequisite 

to learning to read. As a consequence, they did not have 

the same opportunity to learn the reading readiness skills 

as did their kindergarten classmates. This missed 

opportunity concerned all of the teachers involved enough 

that scheduling was subsequently changed. In later years of 

the program, children who received small group language 

instruction were also provided with instruction in 

associating letters and sounds. After this shift, at least 
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some of the children made sufficient progress to be promoted 

to regular first grade instead of pre-first grade. 

Another issue that surfaced during the course of the 

study was the apparent confusion that existed regarding the 

role of specialists in the school. The specialist category 

would include the remedial reading teacher, the LD resource 

teacher, and the speech/language pathologist. Different 

classroom teachers seemed to hold different perceptions of 

the specialists, ranging from viewing the specialists as 

similar to instructional aides to viewing them as a valuable 

resource who possessed in-depth knowledge and experience in 

working with at-risk children. While classroom teachers 

occasionally told a specialist exactly what to do with a 

particular child and how to do it, other classroom teachers 

were willing to relinquish complete responsibility for the 

child's educational progress to the specialist. Yet, some 

teachers worked with the specialists as a team, sharing 

responsibility for the child's learning and coordinating 

instruction. 

The amount of time allocated to the children in this 

study for special education services was minimal, due to 

large caseloads in the school and the wide variety of needs 

identified among students qualified to receive the services 

provided. Specialists were required to group children in 

relatively homogeneous instructional groups, at least 

whenever possible; thus, the amount of time available for 



295 

individualized instruction and practice was commensurately 

limited. 

Large caseloads for special education teachers 

contributed to another problem: insufficient communication 

between specialists and classroom teachers concerning 

children in special education. This problem greatly 

hindered the coordination of instruction between specialists 

and classroom teachers, especially for the speech 

pathologist who was only at the school certain days of the 

week. Limited coordination of instruction and scheduling 

difficulties contributed to fragmentation of a student's 

time in school, especially for children who qualified for 

special education in more than one area. Given the nature 

of an at-risk learner, this fragmentation of instruction can 

undoubtedly compound the existing problems, especially if 

the specialist(s) and the classroom teacher work with the 

child independently. Even when the classroom teacher and 

the specialist(s) attempted to coordinate their programs, 

some fragmentation still occurred. 

Another issue concerning communication among school 

personnel emerged. Information concerning a child's salient 

characteristics was not always made available to all staff 

members working with the child. For example, the PE and 

music teachers did not seem to be aware of Wayne's serious 

difficulties with auditory learning or his early difficulty 

with crossing the midline. These difficulties CQuld 
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certainly impact his participation in physical activities 

and music class. Occasionally, a classroom teacher or one 

of the specialists would make certain to provide pertinent 

information to another teacher early in the school year or 

even before the school year began, but this was not always 

done. In fact, one teacher made it clear that such 

information would not be welcome unless it involved a 

serious health issue. The erratic communication among staff 

members seemed to work against the at-risk learner because 

that student's needs may not be recognized until sufficient 

time has elapsed for each new teacher to "get to know" a new 

group of students. A child with a serious learning problem 

may experience frustration and failure for days, if not 

weeks, at the beginning of a new school year. This lost 

learning time is avoidable if communication among staff· 

members could be improved. 

still another issue regarding communication was that 

communication between school personnel and parents was not 

always adequate. The most glaring example of this problem 

was Wayne's initial placement in a TMH/MH/EMH classroom when 

he was not in the intensive language program as a kinder

gartener. Whatever the circumstances surrounding that 

placement, communication among the adults involved left a 

lot to be desired. Another example was offered by 

Jennifer's parents. They thought the kindergarten report 

card did not reflect her areas of difficulty. Because of 



297 

this, they were surprised when the kindergarten teacher 

mentioned that Jennifer was not at the same level as her 

classmates. Overall, however, it would seem that 

communication between school personnel and parents of 

children in this study was normally effective, with only a 

few exceptions. These exceptions are noteworthy 

illustrations of the critical importance of open 

communication between school personnel and parents in 

situations involving children perceived to be at-risk of 

school failure. 

The children included in this study were not 

necessarily perceived as the children most at-risk of 

failure in their school by the time they were in third 

grade, nor were the factors contributing to placement in the 

at-risk category fully discussed by the case studies. The 

third grade classrooms in which the observations took place 

contained several other children that the teachers perceived 

to be at-risk of school failure. Interviews with the third 

grade teachers provided information about these other at

risk children. Some were also receiving special education 

services, but not all. One child was in foster care as a 

result of child abuse. Another child had attended several 

different schools in the last couple of years of schooling, 

and another was frequently absent. A couple of children 

were serious behavior problems. Each of these children had 

special needs, academically and emotionally, all requiring 
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teacher time and attention. 

Issues surrounding at-risk students are innumerable and 

highly complex. The changes that would enable schools to 

meet the needs of these students require careful consider-

ation and evaluation. Even within the existing structure 

and funding limitations, educational policies must be 

examined in light of the needs of at-risk learners. 

Suggestions for Policy Considerations 

A number of national, state, and local policy 

considerations illumined by this study warrant discussion. 

It is evident that the individuals responsible for 

determining school policies face a daunting variety of 

complex challenges, given limited financial resources and 

the needs of a diverse student population. Subsidizing one 

program may jeopardize another worthwhile endeavor. Even 

though this may be the case, several policy issues are 

relevant to meeting the needs of young students perceived to 

be at-risk of school failure. 

Intervention before children reach school age is 

possible for many children, even for those not perceived to 

be the most at-risk of school failure. Early intervention 

could take many forms, including parent education concerning 

nutrition and child development. Improved medical care and 

coordination of community resources might provide an 

increase in appropriate early interventions. The preschool 
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years are critical years for language development and 

children having difficulties with language would benefit 

from preschool intervention. This is now available within 

the school district as a result of PL 99-457, but not all 

parents of children needing services are taking advantage of 

the preschool program. Additional publicity might reach 

some of the parents, but other avenues of providing 

information to parents should be considered. 

Children who experience difficulty while in school 

should be given a complete diagnostic evaluation, including 

a thorough physical by a medical doctor, prior to selection 

of an intervention model. Close scrutiny of a child's set 

of characteristics might yield a more appropriate 

educational plan for each child. Undoubtedly, some will 

require a wide variety of interventions, and the district 

must provide combinations of interventions based on the 

needs of children perceived to be at-risk of school failure. 

Individual diagnoses might suggest a different allocation of 

funds for meeting the needs of students experiencing 

difficulty. Pinnell (1989) described an intensive reading 

tutorial that appears to produce lasting gains in reading 

among many young children at-risk of school failure. A 

similar program that has been implemented in some district 

schools and is being considered for implementation by other 

schools. Using such a model, language development could be 

enhanced in a rich contextual situation. A certified 
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teacher provides one-on-one instruction for at least thirty 

minutes daily, integrating reading and writing activities. 

This individual tutorial is provided in addition to 

classroom reading instruction and is continued until the 

child acquires grade level appropriate facility in reading. 

Under current special education guidelines, additional 

state and federal funding is available only after children 

have been evaluated and labelled as qualifying for those 

special education services. Tyack and Hansot (1982) 

commented: 

The need to label children in specified ways in 
order to receive federal and state funds may 
inhibit local administrators and teachers from 
combining funds to meet the needs of pupils in a 
flexible and individualized manner (p. 244). 

If additional funding could be used to assist children 

before their achievement becomes significantly discrepant 

with that of their peers, many children might never qualify 

for special education services. In this way, the monies 

would be spent preventing school failure as opposed to 

attempting to remediate it. This shift would undoubtedly 

contribute to improved attitudes toward school and enhanced 

feelings of self-esteem among those children. 

Children who do qualify for special education services 

often receive minimal assistance from the resource 

personnel. Jennifer, Roberto, Melissa and Wayne each 

received speech/language services in a pullout program for a 

total of sixty to ninety minutes each week. Given the 
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importance of language as it relates to learning, more 

intensive therapy on a daily basis would seem imperative to 

remediate more serious problems. 

In some cases, the speech pathologist, the LD teacher, 

and the classroom teacher worked as a team to provide an 

integrated approach to the child's learning problems, but 

this did not happen consistently. In addition to daily 

therapy, either .one-on-one or in very small groups that 

permits extensive practice, children would almost certainly 

make greater gains in a shorter period of time if the 

classroom teacher and the language specialist provided a 

more integrated program, sharing knowledge and reinforcing 

the strategies taught. Mainstreamed delivery of special 

education services when appropriate might encourage 

integrated instruction. This collaboration is being 

accomplished in some cases, but large caseloads and 

schedules at different schools leave little time for team 

planning and communication among school personnel. 

The apparent unclarity regarding the roles of the 

specialists might be alleviated, with assistance from the 

building administrator, by creating a job description 

detailing the responsibilities of the specialists. This job 

description might offer suggestions about how the 

specialists are expected to contribute to the total 

educational program. In-service time might be provided for 

sharing teaching strategies found to be effective with at-
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risk children, thereby improving instruction for all 

children. Similarly, the speech/language pathologist might 

share ideas for facilitating language development in the 

regular classroom. This goal seems to be critically 

important, given the relationship between language and 

learning. Again, these suggestions are met to some extent, 

but the expertise within the professional staff does not 

seem to be fully utilized. 

Alternative scheduling for support services might be 

considered to minimize the amount of classroom instruction 

missed by the students receiving those services. The 

specialists could schedule certain students before or after 

the regular school day, resulting in less fragmentation of 

the children's instructional day. Such a plan would not be 

appropriate nor manageable in all situations, but might be 

worthy of consideration. Similarly, an extended school year 

and/or changes in the school calendar might benefit some 

children at-risk of school failure. Many children appear to 

regress academically during the summer months and must spend 

considerable time at the beginning of the school year to 

reach the levels of learning previously attained. 

Adjustments in the school calendar, such as scheduling a 

month's vacation at the end of the each semester with a week 

of vacation after the first and third quarters, might 

minimize academic regression. 

Classroom teachers are expected to meet the individual 
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needs of a wide variety of learners and to deliver 

increasing amounts of curriculum. substantially lower 

student/teacher ratios might increase the effectiveness of 

these endeavors. Many schools, such as the site of this 

study, do not have counselors to work with children and 

provide assistance to classroom teachers and parents. 

Additional support services might better meet the needs of 

at-risk learners. 

Some of the issues raised in this section would require 

additional funding, but some would be possible within 

existing money allocations. In addition to the suggestions 

made, other possibilities certainly could be considered. 

For example, a review of research tracking new school 

restructuring efforts might yield additional possibilities. 

Implications for Further Research 

Additional research in all areas related to students at

risk of school failure is needed. The characteristics of 

those perceived to be at-risk need to be identified and 

successful interventions disseminated in detail to permit 

replication of programs when appropriate. Longitudinal 

studies that follow the progress of students identified as 

being at-risk of school failure are needed to determine the 

effectiveness of programs. Too often, conclusions about the 

effectiveness.of a particular intervention are made without 

examining the long term effects. 



304 

The complexities surrounding the at-risk student are 

just beginning to be understood, and only at a superficial 

level. If one accepts the theory that all learners can be 

at-risk of school failure at some time or in some situation 

or another, the importance of the issue is compounded. 

Additional study and research will undoubtedly yield 

information that can be used to guide school restructuring 

efforts to meet the needs of a changing population. 

Pellicano (1987) so aptly stated: 

No 'one best system' can meet the needs of all 
constituent groups served by the school community. 
curriculum leaders must recognize the social 
diversity and the social fragility of their 
charges if schools are not merely to function as 
the mechanism that reproduces both social 
advantage and social disadvantage. When school 
policy moves in this direction, the number of 
students now identified as at-risk will diminish 
(p. 12). 



APPENDIX A 

Interview with Principal 

Request permission to use tape recorder. 

Explain purpose of the study. 
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How did the district decide to implement developmental first 
grade programs? 

How do you personally feel about these programs? 

What are the goals and philosophy of the program in your 
building? 

What curriculum and/or instructional materials are used in 
this program? 

How is student progress reported to parents? 

How did you decide which children to place in the program? 

What procedures are (were) used to target children for the 
program? 

Who assists in recommending placements? 

What qualifications does the teacher have? 

Has anyone done a followup study on children who 
participated in the program? What were the results? 

Do you have a record of children who participated in the 
program? 

Do you feel the program has been worthwhile? Why or why 
not? 

Do you feel the district will continue to offer this 
program? Why or why not? 

Describe the at-risk learner. What causes at-riskness? 

What do think can be done to assist at-risk learners as they 
begin formal schooling? If you could offer anything you 
chose, what would it be? 

Is there anything you would like to add? Questions for me? 
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APPENDIX B 

Interview with Pre-First Grade Teacher 

Request permission to use tape recorder. 

Explain purpose of the study. 

How long have you been teaching developmental first grade? 
Other teaching experience? 

Describe your educational training. 

What are the goals and philosophy of the program in your 
building? Has this changed since the onset of the program? 

What curriculum and/or instructional materials are used in 
this program? Any area of special emphasis? 

Describe a typical day in your classroom. (Schedule, etc.) 

How is student progress reported to parents? 

What procedures are (were) used to target children for the 
program? Has this procedure changed since the program 
began? 

How was the program explained to the targeted students? 
Describe how the program was presented to their parents. 

Describe developmental first graders. 

Do you feel the program has been worthwhile? Why or why 
not? Any follow-up studies done? Results? 

Describe any changes you would make in the program, if you 
could. 

Do you feel the district will continue to offer this 
program? Why or why not? 

What do you think can be done to assist these children 
as they begin formal schooling? If you could offer anything 
you chose, what would it be? 

Do you remember __________________ ~~--~~? Describe 
him/her. Why was placed in the developmental 
program? How would you compare to his/her 
classmates that year? 



Do you feel benefitted from the year in 
developmental first grade? Explain. 

How do other teachers in your building feel about the 
developmental program? 
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Is there anything you would like to add? Questions for me? 
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APPENDIX C 

Interview with Current or Previous Teacher 

Request permission to use tape recorder. 

Explain purpose of the study. 

Describe your experiences as a teacher. (Training, 
experience, background.) 

I am particularly interested in a student by the name of 
Do you (work with, remember) this 

student? In what grade/class did you have this student? 
Describe him/her. 

(Kindergarten or first grade-teacher only) Did you 
recommend developmental first grade for ? 
Describe your concerns about • Did you discuss this 
with his/her parents? Describe their reactions. How was 
the program presented to the parents? How was it explained 
to the child? How did the child react to the idea? 

What had you heard about ~~~~~~~~____ before or 
during the time you worked with him/her? 

How does (did) ________ ~~~--~-
in his/her class or grade level? 
and weaknesses. 

compare to other children 
Describe his/her strengths 

How does (did) seem to feel about school? --------------------
How (does) did do in other classes in 
school? Referred to or eligible for any special programs? 

Would you consider to be at-risk of 
--~~~~--------failure in any way? Explain. 

What can be (could have been) done to help 
Did you try anything special? ----------------

Did you have any contact with ~~ _______________ parents? 
Describe your interactions with them. 

Do you feel benefitted from the year in 
developmental first grade? Explain. 

How do other teachers in your building feel about the 
developmental program? 

? 
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Is there anything you would like to add? Questions for me? 



APPENDIX D 

Parent InterView 

Request permission to use tape recorder. 

I'd like to know something about 's family 
history. How long have you lived in this neighborhood? 
Where did you live before? 

What is 's position in the family? How many 
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other members in the family: Who are they and how are they 
related to ? 

Can you remember the time just before and after was 
born? (Probe: Was the child welcome, did any drastic 
changes result from the child's birth?) 

What was like as a baby? (Probe: Try to get at 
personal characteristics, for example, onset of walking, 
talking, frequency of illnesses, described as pretty, 
cute •••• ? Consider suggesting looking at family pictures 
together.) 

Who took care of most of the time during the day? 
(Probe: How did he/she get along with the caretaker? Is it 
still the same caretaker?) 

What are some of the important happenings in 's 
life? (Probe: Are there any family stories about the 
child?) 

When did start school? Where? Can you remember 
his/her first days of school? (Probe: Parent's own 
feelings about those days and about school and teachers.) 

What is your opinion about 's school experience? 
(Probe: What does the child say at home about school? How 
much has parent(s) learned first hand?) 

Do you feel your child benefitted from the developmental 
first grade program? Explain. 

How was the developmental program explained to you? Did you 
know what to expect? 

Of the years you child has been in school, which would you 
say was his/her best/worst year? Why? (Probe: Was there a 
special (or especially disliked) teacher or activity? 
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What would you say he/she most likes/dislikes about school? 
(Probe: Try to get at social as well as academic 
activities.) 

What kinds of 
home to help 
home, or take 
school-work? 

things do you or other family members do at 
in school? (Probe: Do they read at 

trips? How often does child get help with 
In what subjects? From whom?) 

How do the teachers and principal at the school communicate 
with you? Is this communication helpful? (Probe: Does 
parent visit school? How often? What are parent's 
perceptions about information shared by school people? Is 
communication two-way or only one-way?) 

How do you think is doing in school? 

What is like around the house, with family members? 
What are some of his/her favorite things to do? with whom 
does he/she do these things? 

What are some of the fun things you do together as a family? 
(Probe: Check for child's participation in special 
activities.) 

What does do to help around the house? Does he/she 
do his/her work well and promptly? (Probe: Is child 
assigned real responsibilities? What happens when they. 
don't get done?) 

Do you ever worry about your child's education? If so, what 
is your biggest concern? Have you tried to do something 
about this problem? (Probe: Try to get at both social and 
academic concerns.) 

What would you like to be like as a grown-up? What 
kind of work would you like him/her to do? 

What will you do to help 
person? 

achieve that kind of 

Are there any other things you'd like to tell me about your 
child and/or his/her school experience? 

Do you have any questions for me? 



APPENDIX E 

student Interview 

Introduce self, explain project. 

Request to use tape recorder. 

What is school like for you? (Try to get at their 
understanding of the schooling process and their feelings 
about their own participation in the process.) 

What was school like for you in first grade? (Probe) 

What would the ideal school be like? (Try to get both 
physical and qualitative characteristics.) 

What are teachers like? (Probe: Teachers are ------) 

Are all teachers alike? How are they alike? How do they 
differ from each other? 

What would the 'very best' teacher be like? 

Tell me about your classroom teacher. 
How is he/she different from other teachers? 
What do you like best about your teacher? 
What do you like least about your teacher? 
What do you think your teacher thinks about you? 
How does he/she let you know? 

Tell me about your school day. 
What happens first? Last? 
What do you do each day? 
What do you like to do most? 
What do you like to do least? 

Tell me about your classroom. 
What is it like in your classroom? 
What happens there? 
What do you do there? 
What is your favorite thing to do in your classroom? 
What do you dislike most to do in your classroom? 

Tell me about your classmates. (Try to get at peer 
relations) 

What are your classmates like? 
Who is your favorite person in your class? Why? 
Whom do you like least? Why? 
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What do you think your classmates think about you? 

Tell me about the things you do in school. 
What are some of the things you do while you are in 
school. 
Who decides what you should do? 
M10 do you do these things with? 
How do you know when you have finished? 
What happens after you have finished? 
What is your favorite activity? 
What do you just hate to do? 
What do you do best? 
What is hardest for you? 
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Tell me about the things you use in school. (Try to get at 
student perceptions of textbooks and other 
instructional materials.) 

What are some of the things you use while in school? 
What are they like? 
What do you do with them? 
Which of these do you like? Why? 
Which of them do you dislike? 

What do you want to do when you get out of school? 

Is there anything else you'd like to tell me about school? 

Do you have any questions for me? 



APPENDIX F 

Student Information 

STUDENT'S NAME: ____________________________________ __ 

Date of birth: Location: -------------
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Mother's name: _____________ Years of school completed: __ __ 

occupation: ___________________ _ 

Father's Name Years of school completed: --------------- -----
occupation: ______________________ __ 

Names and ages of siblings: ____________________________ __ 

Age at school entry: __________________________________ _ 

Pre-school experience: __________________________________ _ 

Home language: _____________________ __ 

Vision/hearing screening results: _________________________ _ 

Health history: ____________________________________________ ___ 
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KINDERGARTEN YEAR 

Teacher's Name ____________________ ___ School __________________ _ 

Date ____________ __ No. of absences from school ---------------
Language Arts Curriculum: ____________________________________ __ 

Comments: ______________________________________________________ _ 

Math Curriculum: -----------------------------------------------
Comments: -------------------------------------------------------

social Skill Development: __________________________________ __ 
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Fine and Gross Motor Development: -----------------------------

Teacher's comments on Report Card: 1st quarter ____________ __ 

2nd quarter: __________________________________________________ __ 

3rd quarter: __________________________________________________ __ 

4th quarter: __________________________________________________ __ 

other Information: ---------------------------------------------
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DEVELOPMENTAL FIRST GRADE 

Date: Teacher's Name: ________________ __ 

School: _________________ No. days absent: ______________ __ 

Describe curriculum, materials used, emphasis of program: 

Describe student's progress: 

Language arts: Reading: 

Reading Effort: ______________________________________________ ___ 

Phonics: --------------------------------------------------------
Spelling: ____________________________________________________ _ 

Penmanship: ____________________________________________________ _ 

Language arts effort: ________________________________________ __ 

Describe mathematics curriculum/materials: __________________ _ 

Describe student progress in math: __________________________ __ 

ITBS RESULTS: in percentiles 

Listening: Word Analysis: Vocabulary: 

Reading: Spelling: Capitalization: 

Punctuation: Usage: Language total: 

Math concepts: Math problems: Math comp: 

Total math: Total basic: 
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Social Progress: ______________________________________________ __ 

comments by teacher on report card: 1st quarter: ___________ _ 

2nd quarter: __________________________________________________ __ 

3rd quarter: __________________________________________________ __ 

4th quarter: __________________________________________________ __ 

Results of vision, hearing screening: ________________________ _ 

Conduct grades: 

Cooperates: ______________________________________ _ 

Controls self: __________________________________ __ 

Observes school rules: ---------------------------
Accepts Responsibility: ________________________ __ 

Special teachers/resources provided for child: ______________ _ 

PE: Music: 
--------------------------~ ---------------------------
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other information: ---------------------------------------------

REGULAR FIRST GRADE YEAR ______ __ __ __ 

Teacher's Name: _________________ School: __________________ _ 

No. days absent: ______________ __ 

Describe materials used in language arts program: __________ __ 

Describe student progress in language arts: ________________ __ 

Reading: ________________________________________ ~~ __________ __ 

Reading effort: ______________________________________________ __ 

Phonics: ______________________________________________________ __ 

English/grammar: ____________________________________________ __ 

Spelling: __________________________________________________ _ 

Penmanship: __________________________________________________ ___ 

Language arts effort: ________________________________________ __ 

Describe mathematics curriculum/materials: __________________ _ 

Describe student progress in mathematics: __________________ __ 
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Math Effort grade/comments: ________________________________ __ 

General Music grades: ________________________________________ __ 

P. E. grades: ________________________________________________ ___ 

Describe student's social progress: __________________________ _ 

Conduct grades: 

Cooperates __________________________________ __ 

Controls self ______________________________ __ 

Observes school rules ------------------------
Accepts responsibility ____________________ ___ 

Teacher's comments on report card: 1st quarter: __________ _ 

2nd quarter: __________________________________________________ __ 

3rd quarter: __________________________________________________ __ 
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4th quarter: ________________________________________________ __ 

ITBS SCORES: Listening: Word Analysis: 

Vocabulary: Reading: Spelling: Capitalization: 

Punctuation: Language Usage: Language Total: 

Math concepts: Math problems: Math computation: 

Math Total: Basic composite: 

Other teachers and areas in which the child received help: 

Areas of special interest, strength or difficulty: __________ _ 

Other information: ____________________________________________ _ 

SECOND GRADE YEAR ______ __ __ __ 

Teacher's Name: School: ----------
Describe language arts curriculum/materials: ________________ _ 
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Describe student progress in language arts: ________________ __ 

Reading: ______________________________________________________ __ 

English/grammar: ______________________________________________ __ 

Spelling: ____________________________________________________ _ 

Penmanship: ____________________________________________________ _ 

Language arts effort: ________________________________________ __ 

Describe mathematics program/materials: ____________________ __ 

Describe student progress in math: __________________________ __ 

Math Effort: ______________________________________________ __ 

ITBS RESULTS: Listening: Word Analysis: Vocabulary: 

Reading: Spelling: Capitalization: 

Punctuation: Language Usage: Language Total: 

Math concepts: Math problems: Math computation: 

Math Total: Basic Skills Total: 

Describe progress in other areas: 

Physical education: __________________________________________ __ 

General Music: ________________________________________________ __ 
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Conduct grades: 

Controls self: ________________________________ ___ 

Observes school rules: --------------------------
Accepts responsibility: ________________________ __ 

Academic effort: -----------------------------------
Describe social progress: --------------------------------------

Teacher's comments on report card: 1st quarter: ____________ _ 

2nd quarter: __________________________________________________ __ 

3rd quarter: __________________________________________________ __ 

4th quarter: __________________________________________________ __ 

special services/resources provided for child: ______________ _ 

Results of vision/hearing screening: ________________________ __ 



324 

Health summary: ______________________________________________ ___ 

other information: ---------------------------------------------

THIRD GRADE YEAR _____ _ ____ _ 

Teacher's Name: _____________________ School: __________________ __ 

No. of days absent: ________ _ 

Language arts curriculum/materials: __________________________ _ 

Describe student progress in language arts: ________________ ___ 

Reading: ______________________________________________________ __ 

English/grammar: ____________________________________________ __ 

Spelling: __________________________________________________ _ 

Penmanship: ____________________________________________________ _ 

Language arts effort: ________________________________________ __ 

Mathematics curriculum/materials: ____________________________ _ 
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Describe student progress in mathematics: __________________ __ 

Math effort: ________________________________________________ __ 

ITBS RESULTS IN PERCENTILES: 

Listening: Word Analysis: Vocabulary: Reading: 

Spelling: capitalization: Punctuation: 

Language Usage: Language Total: Math concepts: 

Math Problems: Math Computation: Math Total: 

Basic Skills Total: 

Describe progress in other areas: 

Physical education: __________________________________________ __ 

General Music: -------------------------------------------------
Social Studies: ------------------------------------------------
Science: --------------------------------------------------------
Conduct grades: 

Controls self: __________________________________ _ 

Observes school rules: ---------------------------
Accepts responsibility: ________________________ __ 

Exhibits effort: ---------------------------------
Teacher's comments on report card: 1st quarter: ____________ _ 

2nd quarter: ________________________________________________ __ 
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3rd quarter: __________________________________________________ __ 

4th quarter: ________________________________________________ __ 

Describe social progress: ____________________________________ __ 

Results of vision/hearing screening: ________________________ __ 

other health information: --------------------------------------

Special resources/assistance provided for child: ____________ _ 

other information: ---------------------------------------------
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